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Abstract 
In the field of teacher education, the perceived divide between theory and practice has 
been a perennial issue with widespread impacts on pre-service teachers, teacher 
practice, and educational research. One means of addressing this issue is the 
establishment of school-university partnerships that capitalise on the expertise of 
stakeholders across both institutions. These partnerships have been recommended by 
governments both internationally and within Australia to strengthen the teaching 
profession across all career stages. When these intentional and deliberate school-
university partnerships are collaborative and non-hierarchical in nature they can be 
described as operating in the ‘third space’ where the domains of school and university 
intersect. This enables binaries (such as theory vs. practice) to be abandoned and the 
roles and responsibilities of pre-service teachers, in-service teachers, and teacher 
educators to be transformed, generating new learning opportunities. 
In current research, school-university partnerships are viewed positively as 
opportunities for collaboration and mutual benefit. However, much of the research has 
focused on one school-university partnership at a time, hampering efforts to understand 
the broader findings and implications of their use. Furthermore, the foundational aspects 
of school-university partnerships – such as the factors that motivate the involvement of 
stakeholders within the partnership – have not yet been explicitly explored in either the 
Australian context or elsewhere.  
This thesis sits within this research gap and presents two complementary studies: 
a systematic literature review providing collective evidence of school-university 
partnerships in Australia, and a multiple-case study exploring teachers’ and school 
leaders’ motivations for involvement in school-university partnerships. 
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The systematic literature review found that school-university partnerships 
connected to initial teacher education are being implemented around Australia. The 
most common partnership activities were based on the school site, such as teaching 
university subjects in-situ or offering extended placements for pre-service teachers. 
Each of the sources in the review identified benefits associated with the school-
university partnership, such as the chance to develop and articulate cross-institutional 
goals, professional learning opportunities for in-service teachers, and pre-service 
teachers making connections between theory and practice within initial teacher 
education. The associated challenges were also identified, including difficulties 
adjusting to a new model, the logistics of implementing partnership activities, and the 
complex task of achieving intended goals. The systematic literature review highlighted 
how the underlying factors responsible for successful and sustainable school-university 
partnerships (including the motivations of key personnel) had not yet been explored in 
detail. 
The multiple-case study focused on four distinct school-university partnerships 
in three Australian states. These were diverse with regard to size and location of the 
schools, socio-economic advantage of the area, distance between the institutions, length 
of time of the partnerships, intended purpose of the partnerships, and the associated 
activities within the partnerships. The variation between cases was a benefit of the 
multiple-case study design, enhancing the reliability of the findings and depth of 
insight. It also demonstrated the way that school-university partnerships can (and ought 
to be) sensitive to context to ensure they are relevant for their stakeholders. 
Each case was analysed individually then collectively, revealing that teachers’ 
and school leaders’ motivations for involvement in their respective school-university 
partnerships were rooted in their commitment to the teaching profession and their 
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supportive school cultures. The participants in this study had a strong sense of their 
responsibility to the teaching profession to develop and maintain quality teachers and 
saw the school-university partnerships as a means by which they could contribute to the 
profession. They noted how these partnerships drew together schools and universities, 
and theory and practice – not just within initial teacher education, but across the full 
spectrum of teacher education – towards a common goal of developing and maintaining 
quality in the teaching profession. The teachers and school leaders in this study made 
clear that their schools’ leadership, context, philosophy, interest in research and 
expectations of involvement – that is, aspects of their schools’ culture – enabled and 
motivated their decisions and actions regarding school-university partnerships. 
A central understanding from this thesis is that teachers and school leaders are 
invested in the teaching profession and interested in partnering with universities. 
Furthermore, it has shown that the purpose of school-university partnerships need not be 
restricted to pre-service teachers and initial teacher education. School-university 
partnerships can promote initial and ongoing teacher education, with far reaching 
opportunities for the teaching profession as a whole. Indeed, the findings of this thesis 
suggest that school-university partnerships can productively address several of the 
enduring issues within the teaching profession – not as a panacea or simple solution, but 
a robust and contextually relevant collaboration between key players in the profession. 
The systematic literature review and multiple-case study presented in this thesis make 
evident that third space school-university partnerships have the power to disrupt the 
binary attitudes that have historically been held within teacher education, and to create 
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Thesis by Compilation 
The format of this thesis is ‘by compilation’, meaning that a number of chapters have 
been published prior to thesis submission. These publications are complemented by 
traditional thesis chapters. In consultation with my supervisors, I determined that this 
would be an appropriate approach for a variety of reasons – both in terms of 
disseminating my research, and my own professional development. 
Pursuing publications was well-suited to the design of my PhD research – a 
systematic literature review followed by a multiple-case study. There were several 
discrete elements of the project that could be published as standalone pieces while still 
being woven into a cohesive thesis. I chose to pursue a thesis by compilation format 
early in my candidature, which informed subsequent decisions throughout my 
candidature. For instance, I commenced the systematic literature review as soon as 
possible and spent the first year of my candidature reviewing literature and writing up 
the findings. This study and associated publication gave a solid grounding to the rest of 
my research by clearly identifying a suitable research gap for me to investigate. 
Intentionally pursuing publications throughout my PhD degree has enabled me 
to gradually disseminate my research with appropriate audiences. I have shared the 
findings of my research with academic audiences through conference presentations, a 
journal article, and a scholarly book chapter. The journal article (published in a Quartile 
1 journal) has been cited by 13 publications in a 12 month period, indicating that my 
research is of value to the academic community. I have also disseminated findings with 
a professional audience through a magazine article, which has connected my research 
with end-users and school-based staff. Engaging with the processes of peer review and 
editor feedback has enhanced each of these pieces prior to thesis submission and 
clarified my communication and dissemination of findings. 
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This chapter presents an overview of this thesis. It explains the background and problem 
statement the researcher sought to address, identifies the research questions that were 
pursued, and explains the significance of this research. The structure of the thesis is also 
outlined. Portions of this chapter have been included in Green, Eady, and Tindall-Ford 
(2020) and Green, Tindall-Ford and Eady (2020a). 
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1.1 Background 
In the field of teacher education, the perceived divide between theory and practice has 
been a perennial issue with widespread impacts on pre-service teachers (PSTs), teacher 
practice, and educational research (Björck & Johansson, 2018; Chittleborough & Jones, 
2018; Rust, 2019; Young et al., 2018). Within initial teacher education (ITE), if theory 
and practice are not meaningfully integrated, PSTs perceive their learning as irrelevant 
and isolated (Hynds & McDonald, 2010; Kennedy & Heineke, 2014; Korthagen et al., 
2006). During their first teaching positions these individuals may experience a ‘reality 
shock’ that contributes to early career attrition (Adoniou, 2013; Gerrevall, 2018; Nahal, 
2010). Conversely, interweaving theory with practice throughout ITE gives PSTs 
deeper insight into their chosen profession and readies them for their future careers 
(Björck & Johansson, 2018; Darling-Hammond, 2006; Teacher Education Ministerial 
Advisory Group [TEMAG], 2014). Beyond ITE, connecting theory and practice (and 
universities and schools) can re-engage in-service teachers with the profession and 
encourage ongoing development over the trajectory of their own careers (Nielsen et al., 
2020; White et al., 2018). For researchers and university academics, marrying theory 
with practice and embedding their work in school settings ensures that their research 
and teaching is responsive and relevant to its intended end-users (Manton et al., 2020; 
Phelps, 2019). 
Internationally, school-university partnerships that capitalise on the expertise of 
both university academics and school teachers have been implemented to integrate 
theory with practice within and beyond ITE (Hynds & McDonald, 2010; Koubek et al., 
2020; Nielsen et al., 2020; van Schaik et al., 2018). School-university partnerships serve 
a variety of purposes in capacity building for both universities and schools, including 
continuing professional development, curriculum development and research 
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opportunities (Burns et al., 2015; Clary et al., 2015; Parsons et al., 2016). These 
partnerships have been recommended by governments both internationally and within 
Australia to strengthen the teaching profession across all career stages (A. Jackson & 
Burch, 2016; National Council for Accreditation of Teacher Education, 2010; TEMAG, 
2014). Within Australia, TEMAG’s (2014) authoritative report on “how initial teacher 
education in Australia could be improved” (p. ix) stated that, “close working 
relationships through effective partnerships between [ITE] providers and schools can 
produce mutually beneficial outcomes and facilitate a close connection between 
teaching practice and initial teacher education” (p. 25). 
These “collaborative partnerships… result in collective wisdom” (Bourke, 2019, 
p. 40) with PSTs, teachers, and teacher educators sharing and co-creating knowledge 
and developing mutual understandings and expertise. When these intentional, deliberate 
school-university partnerships are collaborative and non-hierarchical in nature, they can 
be described as operating in the ‘third space’, where the domains of school and 
university intersect (see Figure 1). 
Figure 1 
Visual Representation of Third Space Theory 
While ‘third space’ can be an elusive term, researchers have used it to describe various 
situations in which established boundaries are crossed. For example, Soja (1996) 
employed third space as a socio-geographical theory to recognise the impact of space 
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and time on society. Soja described the first space as the ‘real’, the second space as the 
‘ideal’, and the third space as the ‘lived space’ where the first and second space could 
be resisted, subverted, and reimagined.  Barton et al. (2014) drew on Soja’s work in 
their educational research on curriculum development, identifying a third space in 
which both real (teacher-centred) and ideal (policymaker-centred) perspectives of 
curriculum implementation can be critiqued.  
Conversely, Bhabha (1994) used the term third space alongside hybridity in their 
discussion of cultural identities and post-colonial representations. Similar notions are 
picked up by Gutiérrez et al. (1997) as well as Gutiérrez et al. (1999) with regards to 
cultural diversity in the classroom, creating bridges between home and school learning. 
In this sense, the third space “explains how cultures and individuals interact to redefine 
their identity” (Watters et al., 2018, p. 241), enabling the meeting of different cultures, 
and the formation of new meanings (Gutiérrez et al., 1999; Tsui & Law, 2007). In both 
Soja’s (1996) and Bhabha’s (1994) use of the term, third space moves against binary 
reductions and instead facilitates a hybridised approach. 
Within ITE, third space theory describes a non-hierarchical relationship between 
schools and universities where the roles and responsibilities of PSTs, in-service teachers 
(ISTs) and teacher educators (TEs) are transformed to create new learning opportunities 
(Robson & Mtika, 2017; M. Taylor et al., 2014; Zeichner, 2010). As presented by 
Zeichner (2010), third space theory draws on the ideas presented by Bhabha (1994) and 
Soja (1996) and applies them to the ITE setting. It describes a symbolic space where 
boundary crossing becomes the norm and binary attitudes (such as teacher vs. student, 
or theory vs. practice) are abandoned (Allen et al., 2017; Grudnoff et al., 2017). This 
concept of third space has framed the types of school-university partnerships focused on 
throughout this thesis. 
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1.2 Problem Statement 
In current research, school-university partnerships are viewed positively as 
opportunities for collaboration and mutual benefit (D. Lynch & Smith, 2012; White et 
al., 2010). The types of partnerships reported in the literature vary, such as enhanced 
Professional Experience placements, or integration of teacher knowledge into the ITE 
program (K. O. Mason, 2013; Perry et al., 1999; Zeichner, 2010). The benefits 
associated with these partnerships include a “built-in support network” (Darling-
Hammond, 2006, p. 110) for both PSTs and ISTs, enhanced learning opportunities for 
school students, and meaningful connections between theory and practice for PSTs 
(Adoniou, 2013; Hobbs et al., 2015; A. Jackson & Burch, 2016; Kruger et al., 2009). 
The challenges encountered when implementing school-university partnerships have 
also been illuminated in the research, such as the need for resources and the 
complexities inherent with cross-institutional collaborations (Dresden et al., 2016; 
Korthagen et al., 2006; Lewis & Walser, 2016). 
However, much of the research has (appropriately) focused on one school-
university partnership at a time, hampering efforts to understand the broader findings 
and implications of their use. Furthermore, the foundational aspects of school-university 
partnerships – such as the factors that motivate the involvement of stakeholders within 
the partnership – have not yet been explicitly explored in either the Australian context 
or elsewhere. This thesis sits within this research gap by investigating how school-
university partnerships have been implemented and discussed in Australia, and what 
motivates teachers’ and school leaders’ involvement in them. 
1.3 Research Questions 
Within this thesis, two complementary studies are presented. The first is a systematic 
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literature review focused on Australian school-university partnerships that are 
connected to ITE. This review (presented in Chapter 2) provided collective evidence of 
how and where school-university partnerships were being implemented in Australia, as 
well as the associated benefits, challenges, and elements of success described in the 
literature. It was guided by the following research questions: 
• As represented by those reported in the literature, how are school-university 
partnerships that are connected to ITE implemented? 
• What benefits and challenges of implementing these school-university 
partnerships are identified? 
• What gaps exist in the current literature on this topic? 
One of the gaps found through the systematic literature review was that the motivating 
factors that drive stakeholders’ involvement in school-university partnerships had not 
yet been explicitly explored. A qualitative multiple-case study was thereby conducted to 
extend understanding of school-university partnerships beyond their structure and the 
benefits of their implementation. This study is the main focus of the thesis (see Chapters 
3-10) and sought to address the following research question: 
For teachers and school leaders who are involved in a school-university partnership 
connected to ITE, what motivates their involvement in the partnership? 
The multiple-case study focused on four school-university partnerships in Queensland, 
New South Wales, and Tasmania through interviews with 23 teachers and school 
leaders. By considering each case individually (Chapters 6-9) and collectively as the 
quintain (Chapter 10), a fuller understanding of school-university partnerships emerged 
(Luo, 2015; Roxburgh et al., 2012; Stake, 2006). The case-quintain approach (Stake, 
2006) facilitates a reasonable degree of transferability of the findings to other settings 
and circumstances to support both existing and future school-university partnerships (C. 
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A. Anderson et al., 2014; Mudrak & Zabrodska, 2015; Roxburgh et al., 2012). 
1.4 Significance 
The significance of this thesis is that it sheds light on school-university partnerships that 
have high potential for enhancing the teaching profession. Research literature has 
consistently identified a wide range of benefits associated with school-university 
partnerships for schools (including teachers and students) and universities (including 
PSTs, teacher educators, and researchers) (Gutierrez et al., 2019; Herrenkohl et al., 
2010; Nielsen et al., 2020; Young et al., 2018). School-university partnerships have 
similarly been advocated by policymakers as a strategy for improving ITE and the 
teaching workforce (Australian Institute for Teaching and School Leadership [AITSL], 
2018; TEMAG, 2014; Ure et al., 2017). They can have a powerful effect on “all 
involved: the pre-service teachers, university staff, principals and teachers, school 
children and the broader community” (Parliament of Victoria Education and Training 
Committee, 2005, p. 57). Importantly, school-university partnerships (particularly those 
situated in the third space) enable key stakeholders to “share a commitment to improve 
initial teacher education and work in partnership to achieve strong graduate and student 
outcomes” (TEMAG, 2014, p. xii). This is especially relevant to the current moment, 
with significant changes in Australia and internationally regarding schools and their role 
in initial and ongoing teacher education (Australian Government Department of 
Education, 2021; (AITSL), 2020; A. Jackson & Burch, 2016; Le Cornu, 2015; TEMAG, 
2014). 
In order that these partnerships can be implemented effectively and in a 
sustainable manner, collective evidence regarding their implementation and key 
stakeholders’ motivations needs to be considered. To that end, this thesis presents a 
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systematic literature review that synthesised research literature on school-university 
partnerships in Australia to provide a comprehensive picture of how these partnerships 
have been used in this context, and how they have been discussed in the literature. 
Additionally, the multiple-case study reported in this thesis explored the factors that 
motivate teachers’ and school leaders’ involvement in school-university partnerships. In 
doing so, it valued the perspectives of teachers and school leaders – those most 
impacted by, and least powerful with regards to, the ongoing changes in the teaching 
profession (Haigh et al., 2013; Herrenkohl et al., 2010; Radford et al., 2018). 
Studies such as those in this thesis are vital to “keep pace with the continuously 
changing climate and trends in teacher education” (K. O. Mason, 2013, p. 572). This 
thesis enhances our understanding of how school-university partnerships are being 
implemented in Australia and what motivates teachers’ and school leaders’ involvement 
in them. In doing so, it informs teachers, school leaders, teacher educators, and policy 
makers to better support school-university partnerships for the continued improvement 
of the teaching profession. 
1.5 Terms Used in This Thesis 
The following terms and abbreviations are used throughout this thesis: 
Australian Bureau of 
Statistics (ABS) 






An independent statutory authority that developed the 
national standardised curriculum, administers the national 
standardised assessments, and reports on schooling in 
Australia. 
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Australian Institute for 
Teaching and School 
Leadership (AITSL) 
A national agency that defines and maintains national 
standards for teachers and principals, leads and influences 
improvements in teaching and school leadership, and 
supports and recognises high-quality professional 
practice. 
Australian Professional 
Standards for Teachers 
(APST) 
A set of professional standards for teachers that articulate 
what teachers are expected to know and be able to do at 
four career stages: Graduate, Proficient, Highly 
Accomplished, and Lead. 
Early Career Teacher 
(ECT) 
A teacher who has been in the profession for fewer than 
five years. 
Index of Relative Socio-
Economic Advantage and 
Disadvantage (IRSAD) 
A measure of “people’s access to material and social 
resources, and their ability to participate in society” 
(Australian Bureau of Statistics, 2016, n.p.). A low score 
indicates relatively greater disadvantage and a lack of 
advantage in general (such as many households with low 
incomes and few households with high incomes), while a 
high score indicates a relative lack of disadvantage and 
greater advantage in general. 
Initial Teacher Education 
(ITE) 
An undergraduate or postgraduate degree that serves as 
the entry level qualification for commencing a teaching 
career. In Australia, all ITE programs must meet the 
accreditation standards set by AITSL (2019). 
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Professional Experience 
(PEx) Placement 
A period of work-integrated learning (WIL) , typically 
undertaken in blocks of two or more weeks, in which a 
pre-service teacher is placed in a classroom and takes on 
teacher activities and responsibilities. In Australia, 
AITSL (2019) mandates that ITE degrees must “include 
no fewer than 80 days [of PEx] in undergraduate and 
double-degree teacher education programs and no fewer 
than 60 days [of PEx] in graduate-entry programs” (p. 
18). During PEx placements PSTs are supervised and 
assessed by the classroom teacher. 
Pre-Service Teacher 
(PST) 
An individual currently studying an initial teacher 
education degree so that they can commence a career in 
the teaching profession. Other common terms include 




A motivation theory presented by Fishbein and Ajzen 




A collection of eight individuals (university professors, 
school principals, and heads of school systems) appointed 
by the Federal Minister for Education to “make 
recommendations on how initial teacher education in 
Australia could be improved to better prepare new 
teachers with the practical skills needed for the 
classroom” (p. ix). 
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Teaching Performance 
Assessment (TPA) 
A capstone task “used to assess the practical skills and 
knowledge of pre-service teachers against the Graduate 
Teacher Standards [of the APST] in the final year of their 
initial teacher education program” (AITSL, 2020, p. 132). 
In Australia, successful completion of the TPA is a 
requirement prior to PSTs’ graduation. 
1.6 Thesis Structure 
The format of this thesis is ‘by compilation’, meaning that a number of chapters have 
been published prior to thesis submission. These publications are complemented by 
traditional thesis chapters. This thesis incorporates three publications: 
• “School-university partnerships in Australia: A systematic literature review” 
(Green, Tindall-Ford, & Eady, 2020a) 
o Focus: Systematic literature review (see Chapter 2) 
o Publication type: A peer-reviewed journal article in the Asia-Pacific 
Journal of Teacher Education (a Quartile 1 journal in Education) 
• “Teacher and leader motivations for school-university partnerships” (Green, 
Tindall-Ford, & Eady, 2020b) 
o Focus: Overview of findings from the multiple-case study (see Chapter 
5) 
o Publication type: A journal article in Teacher Magazine (a professional 
journal targeted at teachers, principals, and school staff) 
• “‘I think that’s my job’: What motivates teachers to partner with teacher 
educators in ITE?” (Green, Eady, & Tindall-Ford, 2020) 
o Focus: Findings from the GS-GU case (see Chapter 6) 
 
Chapter 1: Introduction  Page | 29 
Corinne A. Green  Partnering in the Third Space  
o Publication type: A peer-reviewed book chapter in Teacher Education in 
Globalised Times: Local Responses in Action (affiliated with the 
Australian Teacher Education Association) 
Some minor changes have been made to the publications to present a cohesive thesis. 
For instance, in its published form the book chapter (Green, Eady, & Tindall-Ford, 
2020) referred to GS participants by a simplified code (e.g., ‘E1’ for the school 
principal, ‘T1’ for Teacher 1, etc.). To maintain consistency with the rest of the cases 
presented in this thesis, the codes in Chapter 6 have been updated (e.g., ‘GS.E1’ for the 
school principal, ‘GS.T1’ for Teacher 1, etc.). Table and figure numbers have also been 
updated to allow continuous numbering throughout the thesis, and formatting has been 
made consistent for all chapters. Further detail regarding the format of this thesis by 
compilation and the publications can be found at the start of the thesis (‘Thesis by 
Compilation’ section). 
1.7 Chapter Overviews 
Chapter 1: Introduction  
This chapter has presented an overview of this thesis. It has explained the background 
and problem statement the researcher sought to address and identified the research 
questions that were pursued. The significance of this research has also been explored. 
The concepts and approaches outlined in this chapter are explored more fully in 
subsequent chapters. 
Chapter 2: Systematic Literature Review 
This chapter presents a systematic literature review to provide collective evidence on 
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the implementation of Australian school-university partnerships connected to initial 
teacher education. The review reports on 59 pieces of research literature, providing 
insights into the range of school-university partnerships in Australia. It also highlights 
the benefits and challenges encountered through partnership implementation and 
proposes opportunities for future research. This chapter of the thesis has been published 
as a peer-reviewed article in the Asia-Pacific Journal of Teacher Education (Green, 
Tindall-Ford, & Eady, 2020a).  
Chapter 3: Literature Review 
This chapter reviews additional areas of research literature pertinent to the multiple-case 
study. It explores literature related to school culture, including schools’ leaders, context, 
philosophy and frameworks, and interest in research. It also considers some of the 
enduring issues in the teaching profession: the quality of PSTs’ professional experiences 
in schools; the perceived divide between theory and practice within and beyond ITE; the 
nature of teacher professionalism; and the attrition of early career and experienced 
teachers. A portion of this chapter has been included in Green, Eady, and Tindall-Ford 
(2020). 
Chapter 4: Methodology 
This chapter outlines the research design used for the multiple-case study. The chapter 
details the theoretical frameworks that inform the study – third space theory (Zeichner, 
2010) and the reasoned action approach (Fishbein & Ajzen, 2010) – as well as the case-
quintain approach (Stake, 2006). The case selection process is presented, along with a 
brief description of the context and participants of each case. The data collection and 
analysis procedures are discussed in detail. Portions of this chapter have been included 
in Green, Eady, and Tindall-Ford (2020), Green, Tindall-Ford and Eady (2020a), and 
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Green, Tindall-Ford and Eady (2020b). 
Chapter 5: Overview of Cases 
This chapter presents an overview of participants’ perspectives across the four cases in 
the multiple-case study. It was written for a professional audience and has been 
published in an Australia-wide open access professional journal (Teacher Magazine) to 
give school-based practitioners easy access to the broad findings of this study (Green, 
Tindall-Ford, & Eady, 2020b).  
Chapter 6: GS-GU Case 
The purpose of this chapter is to share the findings from the school-university 
partnership between Grevillea Primary School (GS) and Grey Gum University (GU). In 
this case, participants’ involvement was grounded in their commitment to the teaching 
profession, coupled with the strong professional learning culture of their school. This 
chapter of the thesis has been published as a peer-reviewed book chapter in Teacher 
Education in Globalised Times: Local Responses in Action (Green, Eady, & Tindall-
Ford, 2020). 
Chapter 7: KS-KU Case 
The purpose of this chapter is to share the findings from the school-university 
partnership between Kangaroo Paw High School (KS) and Koala Fern University (KU). 
In this case, the partnership was established to fulfil KS’s staffing needs, with PSTs 
deliberately targeted for employment after graduation. KS staff had a clear desire to 
contribute to the ongoing improvement of the teaching profession, and the large size of 
the school afforded capacity for partnership activities across the whole spectrum of 
teachers’ careers. 
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Chapter 8: ES-EU Case 
The purpose of this chapter is to share the findings from the school-university 
partnership between Eucalyptus Primary School (ES) and Emu-bush University (EU). 
In this case, an established school culture and supportive leadership team nurtured a 
long-term school-university partnership. ES staff were driven by a desire to give 
aspirational learning experiences to their students and to immerse PSTs in the 
complexities of the teaching profession. 
Chapter 9: BS-BU Case 
The purpose of this chapter is to share the findings from the school-university 
partnership between Banksia University (BU) and Bottlebrush Independent School 
(BS). In this case, the school staff’s involvement in the partnership was sustained by the 
benefits they have witnessed (including reflective practice opportunities for BS 
teachers, diverse classroom experiences for PSTs, and enhanced teaching and learning 
practices for BS students), the support of the school leadership, and the respect shared 
between the two institutions. 
Chapter 10: Quintain 
This chapter presents the quintain (overall) findings of the multiple-case study. After 
first exploring the diverse contexts of each case, key themes across all four cases are 
presented. These themes illuminate what motivates the teachers and school leaders in 
this study to be involved in their respective school-university partnerships. 
Chapter 11: Conclusion 
This chapter summarises the key findings of this thesis regarding school-university 
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partnerships and what motivates teachers and school leaders to be involved in them. It 
presents the implications of these findings as well as discussing the limitations and 
opportunities for further research. Portions of this chapter have been included in Green, 
Eady, and Tindall-Ford (2020). 
After Chapter 11, a consolidated reference list with all references from the entire 
thesis (including those cited in published works) is provided. Finally, a collection of 
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This chapter presents a systematic literature review to provide collective evidence on 
the implementation of Australian school-university partnerships connected to initial 
teacher education. The review reports on 59 pieces of research literature, providing 
insights into the range of school-university partnerships in Australia. It also highlights 
the benefits and challenges encountered through partnership implementation and 
proposes opportunities for future research. This chapter of the thesis has been published 
as a peer-reviewed article in the Asia-Pacific Journal of Teacher Education (Green, 
Tindall-Ford, & Eady, 2020a).  
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2.1 Background 
The range of existing literature explores school-university partnerships either from a 
theoretical perspective or grounded in specific examples. While publications that take a 
theoretical perspective (such as Hobbs et al., 2015; Zeichner, 2010) can provide insights 
into these partnerships, they remain disconnected from the realities of implementation 
(Darling-Hammond, 2006; Hynds & McDonald, 2010). Those that report on specific 
partnerships (such as Kitchen & Petrarca, 2016; North et al., 2014) typically (and 
appropriately) focus on just one or, at most, a small handful of related partnerships. 
Because of this case-based style of reporting on school-university partnerships, it can be 
difficult to establish a broad understanding of the key findings and the gaps that remain 
(Jesson et al., 2011; Petticrew & Roberts, 2006). 
A systematic literature review was therefore conducted to provide collective 
evidence of how and where school-university partnerships are being implemented in 
Australia, as well as the benefits, challenges, and elements of success described in the 
literature. This approach enabled all relevant publications to be identified and analysed 
to generate an evidence-based understanding of school-university partnerships 
(Konnerup & Kongsted, 2012; Petticrew & Roberts, 2006). Details of the systematic 
literature protocol are provided below. 
2.2 Methodology 
This systematic literature review explored the implementation of Australian school-
university partnerships focussed on the development of pre-service teachers (PSTs). The 
literature review spanned from 2012-2017, a period of significant change in initial 
teacher education (ITE) in Australia. In 2010, the Australian Institute for Teaching and 
School Leadership (AITSL) was established to promote excellence in schooling around 
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the nation (AITSL, 2010). This was followed by several other national reforms affecting 
schools and teacher education, including professional standards for teachers (AITSL, 
2011), curriculum (Australian Curriculum, Assessment and Reporting Authority 
[ACARA], 2012), and ITE accreditation (AITSL, 2015). Simultaneously, significant 
government attention was given to school-university partnerships as a means of 
enhancing ITE programs and providing quality learning opportunities for PSTs (AITSL, 
2011, 2015; Teacher Education Ministerial Advisory Group [TEMAG], 2014; Ure et al., 
2017). 
The systematic literature review employed a comprehensive research protocol to 
ensure transparency and rigour (Jesson et al., 2011; Petticrew & Roberts, 2006): 
• define the research question, 
• identify key words and databases,  
• conduct a comprehensive literature search,  
• apply exclusion and inclusion criteria,  
• critically appraise the quality of the sources, and  
• synthesise the studies.  
For this review, the topic of school-university partnerships was informed by Zeichner’s 
(2010) description of the third space, where collaboration between school and university 
is paramount. This theoretical lens was important, given the frequent and varied use of 
the term ‘partnership’ in educational research literature (D. Lynch & Smith, 2012; 
White et al., 2010). Within this review, third space school-university partnerships have 
been viewed as conscious collaborations between schools and universities involving “an 
equal and more dialectical relationship between academic and practitioner knowledge in 
support of [pre-service teacher] learning” (Zeichner, 2010, p. 92). These partnerships 
are distinct from the relationships that universities may have with schools to negotiate 
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the logistics of placing PSTs in schools for the required Professional Experience (PEx) 
placement. Instead, they involve deliberate action from both school and university 
personnel to cross boundaries and work alongside one another as part of the ITE 
program, sharing ideas and resources in the process (Grudnoff et al., 2017; Williams, 
2014). 
While such partnerships can achieve a variety of purposes, those connected to 
ITE were the focus of this review. As such, the questions that guided the systematic 
literature review process were as follows: 
• As represented by those reported in the literature, how are school-university 
partnerships that are connected to ITE implemented? 
• What benefits and challenges of implementing these school-university 
partnerships are identified? 
• What gaps exist in the current literature on this topic? 
The following sections provide details of the process followed in conducting the 
systematic literature review. 
2.2.1 Identification 
The first step entailed developing keywords and identifying appropriate databases for 
the initial search. This occurred in consultation with an expert librarian to ensure the 
search was sensitive, specific and efficient (Petticrew & Roberts, 2006). The keywords 
used were a combination of the following:  
• “school-university partnership” (and derivatives, such as “university school 
partner*”, “professional development school”, or “cooperat*”) 
• “teacher education” (and derivatives, such as “pre-service teacher” or 
“preservice teacher”) 
• “third space” 
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• sources cited in Zeichner (2010), or sources citing Zeichner (2010) 
After an initial search of three databases (Informit, Scopus, and Web of Science) 
conducted in January 2017, further sources were identified through citation alerts and 
hand searching (Arksey & O'Malley, 2005; Petticrew & Roberts, 2006). A last check of 
evidence (Willegems et al., 2017) was undertaken in February 2018 . This procedure 
identified 1411 initial sources (see Figure 2).  
Figure 2  
Systematic Literature Review Process 
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2.2.2 Screening 
These sources were subsequently screened to those published 2012-2017 inclusive 
(n=826). Initial teacher education in Australia has undergone rapid shifts during the 
period of 2012 to 2017 (AITSL, 2018a; Le Cornu, 2015; Ure et al., 2017). This has 
occurred alongside changes to teaching more broadly in Australia, as a result of recently 
introduced nationalised curriculums (ACARA, 2012) and professional standards for 
teachers (AITSL, 2011). These shifts have contributed to a renewed interest in school-
university partnerships (Le Cornu, 2015).  
The TEMAG (2014) report is regarded as a pivotal document driving 
improvements to teacher quality (AITSL, 2018b). This report recommends a range of 
strategies to enhance initial teacher education, including advocating school-university 
partnerships that raise the quality of Professional Experience placements for pre-service 
teachers. This recommendation has been echoed by other government reports and 
recommendations (Australian Government Department of Education and Training 
[AGDET], 2015; AITSL, 2015; Hartsuyker et al., 2007; New South Wales Department 
of Education and Communities (NSW DEC), 2013). Thus, 2012-2017 has been a period 
of immense change within Australian teacher education and the implementation of 
school-university partnerships and is thereby particularly pertinent for this study. 
Screening the sources to those published 2012-2017 (inclusive) ensures the review is 
focused on contemporary examples of school-university partnerships that are likely to 
have been impacted by the recent government initiatives (Ure et al., 2017). 
2.2.3 Eligibility 
Assessing the eligibility of the remaining sources involved two sequential online 
surveys. These surveys were developed to allow the researcher to interrogate each 
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source in a systematic manner, document the process and maintain consistency over 
time (Jesson et al., 2011; Pickering & Byrne, 2014). The first of these was an exclusion 
survey that evaluated each source based on surface-level features of the source itself, as 
well as of the school-university partnership it discussed (see Figure 3). Fifteen sources 
were excluded either because the full text could not be retrieved despite extensive 
searching (n=6), or because they were published in a language other than English (n=9).  
Figure 3 
Excerpt of the Exclusion Survey 
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To be included in the dataset for this systematic literature review, each source needed to 
discuss a specific school-university partnership. These sources needed to demonstrate a 
clear and deliberate partnership between a school and a university, distinct from the 
relationships that may exist between schools and universities for the sole purpose of 
arranging PEx placements (a requirement of all Australian ITE programs). As a result, 
360 sources were excluded from the review to ensure the focus was on specific 
examples of school-university partnerships, rather than broad discussions of what could 
be possible. 
A further 92 sources were excluded because they discussed a specific school-
university partnership that was not aimed at developing PSTs’ practice or understanding 
of the teaching profession. While the implementation of school-university partnerships 
for purposes other than PST development is of interest and value to the field, such 
sources were not the focus of this literature review. 
More than half of the remaining sources described partnerships based in the 
United States of America (n=199) (see Figure 4). Focusing on the sources that discussed 
partnerships based in Australia (n=94) was deemed appropriate for this review given the 
current priorities of Australian government bodies (AGDET, 2015; AITSL, 2015; 
Hartsuyker et al., 2007; NSW DEC, 2013; TEMAG, 2014). School-university 
partnerships have been explicitly recommended by these government bodies for the 
purpose of enhancing PEx placements for PSTs, as well as other aspects of ITE 
(AGDET, 2015; Le Cornu, 2015; TEMAG, 2014).  
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Figure 4 
School-University Partnership Publications by Country of Partnership 
The Australian-based sources were then subjected to a second survey that assessed the 
quality of each publication based on its currency, audience, authority, transparency and 
objectivity (Brick et al., 2016; Petticrew & Roberts, 2006). It was determined that the 
review would be concerned only with peer-reviewed publications, although there may 
be other partnerships reported in grey literature such as conference presentations and 
government reports (Jesson et al., 2011). As a result, 11 sources that were not peer-
reviewed publications were excluded at this point. 
2.2.4 Analysis 
Analysis of the 83 remaining sources involved a third online survey to capture a 
summary of the partnership discussed and the findings reported. In addition, in vivo 
coding was used to identify relevant quotes and specific examples from the sources 
within several broad categories: type of partnership, benefits, challenges, and elements 
of success (Saldaña, 2016). Within these categories, subthemes emerged from the codes 
generated (Creswell, 2014). Using both of these means of analysis enabled the 
researcher to focus on the particulars of each source without losing sight of the bigger 
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picture. It also enabled a consistent approach to be maintained during the review 
process. 
Throughout this iterative process, an increasing degree of scrutiny was applied 
to the sources. When closely examined for the specific nature of the school-university 
partnership discussed, it became clear that 24 sources should be excluded either because 
they did not discuss a specific school-university partnership (n=21), or because the 
partnership they discussed was not related to PST development (n=3). 
Details of the partnerships discussed by the 59 sources that remained at the 
conclusion of this process can be found in Appendix D. 
2.3 Results 
The dataset examined in this systematic literature review provides collective evidence 
of the implementation of school-university partnerships in Australia. The findings of 
these sources are detailed below according to:  
• context (primarily journal articles reporting on partnerships based on the east 
coast of Australia) (Section 2.3.1),  
• type of partnership according to the categories in Zeichner (2010) (such as 
mediated instruction, or extended professional experience placements) (Section 
2.3.2), 
• benefits (mutual, as well as specifically for the university and for the school) 
(Section 2.3.3), 
• challenges (related to being different to the norm, logistics, and not meeting 
intended goals) (Section 2.3.4), and  
• elements of success described (including shared understandings, relationships, 
and resources) (Section 2.3.5). 
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2.3.1 Context 
Most of the final set of sources were journal articles (n=37), with over half of these 
published in Quartile 1 (n=8) or Quartile 2 (n=13) journals, representing the top 25% 
and top 25-50% respectively of Impact Factor distribution in the field of Education 
(Scimago Lab, n.d.). Nearly half of the sources were published in 2013 and 2016 (n=14 
each) (see Figure 5). While some sources did not detail a formal research project 
(n=10), those that did employed either qualitative methods (n=36) such as case studies 
or practitioner research, or mixed methods (n=13). 
Figure 5 
School-University Partnership Publications in the Final Dataset by Year and Type of 
Publication 
Across the 59 sources, there were 40 distinct partnerships detailed. The partnerships 
were primarily located in the eastern states of Australia (see Figure 6). Twenty-six of 
the partnerships involved PSTs in undergraduate degrees (such as a Bachelor of 
Education, or a Bachelor of Learning Management), and ten involved PSTs from a 
postgraduate degree (such as a Master of Teaching or a Graduate Diploma of 
Education). The remaining four partnerships did not specify a program in which the 
PSTs involved were enrolled.  
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Figure 6 
Locations of School-University Partnerships 
While some partnerships existed between one school and one university (such as Miller 
et al., 2015), others were between one university and multiple schools or a school 
district (such as Elsden-Clifton et al., 2016). Another existed between multiple 
universities and schools (Broadley et al., 2013). Finally, some universities (such as 
Monash University, and the University of Tasmania) were involved in multiple distinct 
partnerships (see Appendix D). 
2.3.2 Types of School-University Partnerships 
The types of school-university partnerships described in these sources were grouped 
into the following broad categories based on those discussed by Zeichner (2010): 
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mediated instruction, extended placements in selected school settings, hybrid teacher 
educators, bringing school staff into the university setting, and community knowledge. 
It is worth noting that these categories are not distinct, with some partnerships falling 
into more than one category. 
Mediated Instruction 
Mediated instruction involves placing some or all of a university subject within the 
school setting (Zeichner, 2010). Importantly, “the site-based context is not designed to 
simply deliver university classes on a school site. It is about a genuine collaboration to 
improve practice while better understanding teaching-learning theory” (Neal & 
Eckersley, 2014, p. 45) and strategically connecting theory with practice. This was the 
largest category, with 24 partnerships incorporating mediated instruction. Burridge et al. 
(2016) reported on a partnership typical of this category, with PSTs placed in schools 
two days per week to work in classrooms and attend site-based tutorials. These tutorials 
were “flexible and responded to the rhythm of the schools and to the PSTs’ experiences 
and learning needs” (p. 163) to connect the academic content to the school experience. 
This allowed PSTs to capitalise on the unique position they were in and immediately 
connect theory with practice (M. Anderson & Scamporlino, 2013; McGraw, 2014; 
White & Murray, 2016).  
Extended Placements in Selected School Settings 
Partnerships within this category (n=18) involved PSTs spending significant periods of 
time in selected partner schools. As discussed in Section 2.2.3, these arrangements 
demonstrated a clear and conscious connection between school and university that made 
it distinct from typical PEx placements. While this form of third space partnership is not 
described by Zeichner (2010), it was a clear category within the data.  
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Such partnerships include the community/cohort approach described by Forgasz 
(2016) where TEs and ISTs would operate as a “community of mentors… [to] 
collectively mentor a cohort of pre-service teachers within a single school site” (p. 103). 
Another example of a partnership within this category is the School-Community 
Integrated Learning pathway reported by Hudson and Hudson (2013) and Hudson et al. 
(2015), where PSTs attended a local school for a full school year while they completed 
their final year of studies. 
Other Types of Partnerships 
A collection of other types of third space partnerships described by Zeichner (2010) 
were present in the dataset. These partnerships involved hybrid teacher educators (n=8), 
incorporated community knowledge within the ITE program (n=4), and invited school 
staff to contribute to ITE within the university setting (n=3). 
Hybrid teacher educators are individuals who are on staff both at the school and 
at the university, and were involved in eight of the analysed partnerships. This unique 
position enabled these individuals to “act as intermediaries between the university and 
school” (McLean Davies et al., 2015, p. 521), providing support to both PSTs and ISTs 
(Allen & Turner, 2012; McDonough, 2014; van Gelderen, 2017).  
Four partnerships incorporated community knowledge into the ITE program, 
meaning that they “strategically [utilised] the expertise that exists in the broader 
community to educate prospective teachers about how to be successful teachers in their 
communities” (Zeichner, 2010, p. 95). The partnerships described by Carter (2012) and 
Winslade (2016) achieve this through rural placement programs where PSTs “live in the 
village where [the] schools were located, thus immersing themselves in the day-to-day 
cultural aspects of the community” (Winslade, 2016, p. 7). Naidoo (2012) and Ryan et 
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al. (2016) describe partnerships that incorporate service learning within the community, 
which again grants PSTs the opportunity to “know about their school community before 
undergoing formal teaching experience at the schools” (Ryan et al., 2016, p. 188). 
Finally, in three of the partnerships, school staff attended the university campus 
to contribute to the ITE program in two different ways. Teachers were integrated into 
university classes and gave lectures (Ryan et al., 2016; Ward & Hart, 2013), or were 
invited alongside parents as visiting guests to provide specific information about the 
topic of gifted students (Watters et al., 2013).  
2.3.3 Benefits 
All 59 sources illuminated the benefits associated with school-university partnerships. 
Some of these were mutually beneficial to both the school and the university, such as 
the development of a shared community of practice or taking advantage of the new 
opportunities a partnership offers. Other benefits more specifically targeted PSTs and 
TEs through the provision of an authentic learning experience that prepares PSTs for the 
realities of the teaching profession. Additional benefits existed for the school, through 
professional learning opportunities for ISTs, and the provision of high-quality programs 
for school students. 
Mutual Benefits 
School-university partnerships were recognised to have added value to both the schools 
and universities involved in a number of ways. A sense of community was established 
between stakeholders, leading to a shared understanding of their goals. Additionally, 
being involved in the partnership gave rise to new opportunities that had not previously 
been possible. 
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More than two thirds of the sources (n=40) noted that the partnership had 
established a sense of community between and amongst PSTs, ISTs, and TEs. In some 
cases, such as Forgasz (2016), a community approach where ISTs and TEs worked 
together to mentor a group of PSTs was pursued in an effort to reduce workloads and 
improve PSTs’ experience. Regardless of whether developing a community was a key 
goal of the partnership, the collaborative tasks and long-term relationships involved 
often resulted in a community. Situations where PSTs and ISTs were learning alongside 
one another (Bentley-Williams et al., 2017; Lang et al., 2015), where ISTs and TEs held 
complementary roles (Cavanagh & Garvey, 2012; Elsden-Clifton & Jordan, 2016), and 
where the expertise of PSTs was valued (Elsden-Clifton & Jordan, 2015; Kertesz & 
Downing, 2016), each contributed to this sense of community with unique relationships 
between learners.  
Across a range of partnerships, participants indicated that they were comfortable 
with, and encouraged to, approach PSTs, ISTs and TEs for information and professional 
advice. Pre-service teachers in Neal and Eckersley (2014) commented on how they 
could discuss a topic with both their lecturers and teachers and thereby “get four or five 
opinions literally within the space of ten minutes” (p. 41). Similarly, PSTs in Grima-
Farrell’s (2015) study reported that “We could… access feedback from both school and 
uni staff while it was still fresh and relevant” (p. 261). Miller et al. (2015) reported that 
the partnership encouraged ISTs to “consistently look at new and engaging pedagogies, 
as well as providing the stimulus to question traditional methods” (p. 63) of teaching. 
Importantly, they found that the community approach has facilitated the kind of 
collaboration between ISTs and TEs that “is essential for high quality teacher 
education” (White & Murray, 2016, p. 145). 
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As a result of the community approach and rich relationships the partnerships 
facilitated, those involved had a shared understanding and vision for the experience 
(Allen & Turner, 2012; McLean Davies et al., 2017). As Watters et al. (2013) 
acknowledge, the stakeholders in the partnership had a common goal of “achieving 
opportunities for both staff and pre-service students to benefit” (p. 42) and was 
“grounded in a mutual interest” (p. 42). Allen, Howells, and Radford (2013) reported on 
the evolving nature of this shared understanding over a period of three years through 
explicit communication strategies. The metalanguage developed through the partnership 
detailed in McLean Davies et al. (2013) allowed ISTs and TEs to have a “common lens 
for systematically supporting” (p. 103) PSTs as well as providing a “framework for 
professional development programs” (p. 98) for ISTs. 
Through their involvement in these partnerships, schools and universities were 
able to partake in new opportunities that had not previously been possible. These 
included being a part of a class from the beginning of the school year (Allen, Howells, 
& Radford, 2013; Hudson et al., 2015), peer support and learning opportunities 
(Cavanagh & Garvey, 2012; Edwards-Groves, 2016), supported rural placements 
(Carter, 2012; van Gelderen, 2017), and explicitly learning from and with students, 
rather than about them (Cahill et al., 2016). The partnerships gave PSTs access to 
elements of school life and teacher development that are not ordinarily available during 
their Professional Experience placements.  
Importantly, from the perspective of the third space, the partnerships addressed 
existing binaries such as teacher vs. student and school vs. university knowledge to 
share responsibility for learning and integrate theory with practice (Cahill, 2012; 
Elsden-Clifton & Jordan, 2016). As Forgasz (2016) commented, “the in-between-ness 
of that third space enabled the pre-service teachers to inhabit simultaneously their 
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student and teacher identities” (p. 110). Arnold et al. (2012) summarised it succinctly by 
stating that the activities that can take place in these partnerships “are usually not 
characteristic of pre-service teacher education, or indeed the teaching profession” (p. 
76). 
Benefits for Universities 
In addition to the mutual benefits for all stakeholders in the partnership, there were 
benefits specifically for those associated with the university, and those associated with 
the school. For the university, the main benefit of being involved in a school-university 
partnership was the high-quality ITE program it enabled them to provide. Through these 
partnerships, universities could offer PSTs a program where theory and practice are 
meaningfully connected, and where PSTs are adequately prepared for the teaching 
profession. 
Four-fifths of the sources (n=48) mentioned integrating theory with practice and 
providing authentic contexts for PST learning as a benefit of engaging in school-
university partnerships. This was achieved through assessment tasks that were linked to 
classroom experiences (Jones, 2017; D. Lynch & Smith, 2012; Pressick-Kilborn & 
Prescott, 2017), focused observations (Burridge et al., 2016; McLean Davies et al., 
2017; Reid, 2014), and reflection activities (Cavanagh & Garvey, 2012; Edwards-
Groves & Hoare, 2012; McGraw, 2014). By connecting learning to the authentic 
context of the school setting, school-university partnerships provided “first-hand 
experience” (Jones et al., 2016, p. 112) that “made learning more relevant to PSTs” 
(Elsden-Clifton & Jordan, 2015, p. 6) and “facilitated and expedited” (Watters et al., 
2013, p. 42) changes in PST beliefs regarding the teaching profession. 
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These genuine interactions with schools, ISTs and students, and the connections 
between theory and practice they facilitated, developed PSTs’ skills, understanding and 
beliefs about the teaching profession (M. Anderson & Scamporlino, 2013; Dinham, 
2013; Oerlemans, 2017). A teacher educator in Burridge et al.’s (2016) study noted that, 
because they participated in a range of school activities over the course of a full school 
year, the PSTs “really have some insight into how schools operate… They have a 
reasonable idea of what a school is about and what’s expected of them as teachers” (p. 
166). In other partnerships, PSTs were encouraged to consider their professional 
learning needs into the future, preparing them for the life-long learning required of the 
teaching profession (Arnold et al., 2012; Jervis-Tracey & Finger, 2016). Participating in 
these partnerships also provided networking opportunities for PSTs, some of whom 
were able to gain employment in schools as a result of the relationships they had formed 
(Neal & Eckersley, 2014; Ryan et al., 2016). 
Benefits for Schools 
The most frequently mentioned benefits for the schools were the professional learning 
opportunities that ISTs could engage in, and the enhanced school programs and 
contribution to student learning that the partnerships afforded.  
In-service teachers benefitted from a range of professional learning experiences 
through the partnerships in a range of settings. This frequently involved informal 
reflections by ISTs on their own teaching and that of PSTs (Kenny et al., 2014; Miller et 
al., 2015). Ward and Hart (2013) reported that working with the PSTs “encouraged 
[ISTs] to look much more closely at their own teaching and reflect on the way that they 
structure their own lessons and engage students” (p. 130). There were also more formal 
professional learning sessions where ISTs learned alongside PSTs (such as Hudson & 
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Hudson, 2013), or collaboratively developed ITE programs with TEs (such as Elsden-
Clifton & Jordan, 2016) or school programs with PSTs (such as Arnold et al., 2012). 
By partnering with universities, schools had the opportunity to provide high-
quality programs for their students. These programs were evidence-based and led to 
transformed school practices (Arnold et al., 2013; Jones et al., 2016; McLean Davies et 
al., 2013). The connection with the university in the development and implementation 
of these programs was reported to “give a certain presence, authority and accountability 
to what is being offered in the school curriculum” (Miller et al., 2015, p. 64). Through 
the partnerships, schools were able to offer unique opportunities such as a Science-
based Design and Make day (Pressick-Kilborn & Prescott, 2017), literacy and numeracy 
tutoring for students from refugee backgrounds (Naidoo, 2012), and a university-based 
workshop where visiting students were considered experts (Cahill, 2017; Cahill & 
Coffey, 2013). T. Lynch (2016) reported on practical workshops for PSTs that “enabled 
the provision of quality [swimming] lessons over three weeks at no cost for local 
primary school children… who otherwise would not have received swimming lessons” 
(p. 7). In this way, school students were also the beneficiaries of the school-university 
partnerships (McLean Davies et al., 2017; Neal & Eckersley, 2014). 
2.3.4 Challenges 
The challenges and barriers faced when implementing school-university partnerships 
were detailed by 37 sources. The drastic differences between involvement in a school-
university partnership with regards to roles, expectations, and communication, as 
compared to previous school-university interactions, caused some difficulties for 
stakeholders in these partnerships. The logistics of sharing space within the partnership, 
and the time and resources that are required, also strained some partnerships. Finally, a 
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few partnerships struggled to meet their intended goals of integrating theory and 
practice, and operating as equals between school and university. 
Different to the Norm 
The partnerships that schools and universities engaged in represented a significant 
change from their previous interactions (Edwards-Groves & Hoare, 2012; Kertesz & 
Downing, 2016; Lang et al., 2015). These necessitated a change in mindset from all 
involved, “away from the perceptions of a traditional practicum with set university 
requirements to a co-teacher approach with interns [PSTs] and mentors [ISTs] 
negotiating the commitments of the intern around the school context and the interns’ 
capacity” (Broadley et al., 2013, p. 102). Given that working in the third space afforded 
a blending of expertise and knowledge, the roles and expectations of ISTs, PSTs and 
TEs tended to shift towards collaboration between and among participants (Forgasz, 
2016; Jervis-Tracey & Finger, 2016).  
The role of ISTs across the reported partnerships primarily changed from that of 
a single expert training a PST to one of multiple mentors in a community of learners 
working together to develop quality teachers. For some individuals, such as one teacher 
highlighted by Forgasz (2016), this change “created a confusing shift in role perception” 
(p. 107) with the author noting: “No less significant than the shift in mindset is the sense 
of how challenging it is for mentors to make this leap” (p. 107). PSTs were expected to 
engage in complex activities within the partnerships, such as learning to interact with 
students while also participating in teacher conversations and simultaneously 
developing professional discourse to describe and reflect upon their experiences 
(Edwards-Groves, 2014). These activities frequently required a deeper level of 
engagement and discussion from PSTs than they may have been expecting from a 
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traditional school placement (Jervis-Tracey & Finger, 2016; Pressick-Kilborn & 
Prescott, 2017). For TEs, particularly those operating in hybrid roles, an unfamiliar role 
and hybrid identity “caused me to experience shifting, and at times, conflicting 
emotions about who I was loyal to, who I would advocate for, and who I was obliged to 
act with or for” (McDonough, 2014, p. 215). 
Communication issues and a lack of shared understandings exacerbated the 
impact of these unfamiliar roles and expectations of participants in school-university 
partnerships (Oerlemans, 2017). Ryan et al. (2016) noted that communication 
breakdown at times interrupted relationships and participant satisfaction with the 
partnership, with “the biggest challenge with communication [occurring] in relation to 
the Community Engagement experience” (p. 186) given its departure from the standard 
placement format. Mediating these new circumstances required participants to engage in 
constant communication across various systems, to be willing to have difficult 
conversations with one another, and to see the situation from another person’s 
perspective (McDonough, 2014; Neal & Eckersley, 2014; Ryan et al., 2016). 
Logistics 
Fourteen of the sources explicitly noted that difficulties in acquiring the resources (e.g., 
time and funds) required for the school-university partnership presented a challenge to 
its implementation and development. Significant investments of time were required 
from all stakeholders to build the “relationships based on trust, mutuality and 
reciprocity” (Jones et al., 2016, p. 119) that lie at the heart of third space school-
university partnerships. For the Western Australian Combined Universities Training 
School (WACUTS) project reported in Broadley et al. (2013), a lack of time afforded to 
the planning phase of the partnership forced certain decisions that “compromised some 
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aspects of intended best practice” (p. 102). While funding was granted in some cases to 
support partnership activities (Lang et al., 2015; McLean Davies et al., 2013), multiple 
partnerships found that this resource was either not available or insecure (Allen, 
Howells, & Radford, 2013; Ryan et al., 2016). This caused difficulties for the provision 
of certain activities and personnel, and cast a shadow on the future of the partnerships 
(Grima-Farrell, 2015; T. Lynch, 2013a; Ryan et al., 2016).  
Pre-service teachers were noted as being particularly affected by the logistics of 
being involved in the partnerships. In many cases, PSTs’ involvement added to their 
workload, as  
despite being required to spend significantly longer time in schools and to engage 
in other program activities, [PSTs involved in the partnership] still study the same 
amount of courses and complete the same number of assessment tasks as others 
studying [the same degree]. (Allen, Howells, & Radford, 2013, p. 108) 
PSTs needed to “juggle and balance the commitments of both school and university” 
(Broadley et al., 2013, p. 103), and some were forced to give up part-time work, leading 
to financial stress (Lang et al., 2015). Additional concerns for PSTs related to the 
structure of the partnership activities, particularly assessable tasks that were completed 
in pairs (Elsden-Clifton et al., 2016; Moran, 2014). 
The logistics of sustaining a partnership, and growing it to a larger scale, were 
discussed in fourteen of the sources. T. Lynch (2013b) warned that the greatest threat to 
the sustainability of partnerships resided in the systems employed by the institutions 
involved, which were largely uncontrollable by the partnership participants. Others 
identified partnerships’ “vulnerability to changes in personnel” (Ryan et al., 2016, p. 
187) as a potentially catastrophic flaw (Miller et al., 2015). The aforementioned 
insecurity of funding may also have a significant impact on the sustainability and 
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scalability of various school-university partnerships (T. Lynch, 2016; Oerlemans, 2017; 
Ryan et al., 2016). 
Not Meeting Intended Goals 
In eleven sources, participants expressed their beliefs that the partnership did not 
adequately integrate theory and practice as had been intended. This was variously due to 
restricted opportunities for debriefing following school-based experiences (Burridge et 
al., 2016; Moran, 2014), assessment tasks that were not closely aligned with school-
based experiences or were not academically rigorous (Allen, Ambrosetti, & Turner, 
2013; Allen, Howells, & Radford, 2013), or the inclusion of practical experiences that 
did not clearly demonstrate the theory in focus (Kitchen & Petrarca, 2016; Moran, 
2014). 
Three sources indicated that a truly equal partnership between school and 
university was difficult to achieve. Allen, Howells, and Radford (2013) and Oerlemans 
(2017) acknowledged that teacher expertise and knowledge was, at times, devalued and 
marginalised as “the assumption prevailed that university ideas and theories would take 
precedence over those of the school” (Oerlemans, 2017, p. 135). Issues of power, 
decision making, and financial contribution could also inhibit a sense of equality within 
school-university partnerships (Oerlemans, 2017; Ryan et al., 2016). 
2.3.5 Elements of a Successful School-University Partnership 
Just under three quarters of the sources (n=42) identified the elements of successful 
partnerships based on their experiences. For some, such as Knight et al. (2013) and 
Redman (2014), these elements emerged from a recognition of why their partnership 
was successful. For others, such as Broadley et al. (2013) and T. Lynch (2013b), the 
elements arose from an acknowledgement of the challenges they faced and the key 
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issues these revealed. The principles identified here represent the main elements of 
successful partnerships as discussed in 42 of the 59 sources. They fall into three broad 
categories: shared understandings regarding the partnership, relationships between 
stakeholders, and the provision of resources within the partnership. 
Shared Understandings 
Ensuring that a common vision for the partnership exists between TEs, ISTs and PSTs 
was determined to be critically important to the success of a school-university 
partnership by 26 sources (Allen & Turner, 2012; Hudson et al., 2015; Jervis-Tracey & 
Finger, 2016; Knight et al., 2013; McLean Davies et al., 2017). This may be achieved 
by designing the main features of the partnership in collaboration, maintaining 
consistent communication, and employing appropriate technology tools (Allen, 
Ambrosetti, & Turner, 2013; Cavanagh & Garvey, 2012; K. Jordan & Elsden-Clifton, 
2015). A shared understanding regarding the equality of participants is particularly 
pertinent when working in the third space. According to these sources, this involves 
developing complementary roles between school and university personnel (Jones et al., 
2016; White & Murray, 2016) as well as collaboration between PSTs and ISTs (Kenny 
et al., 2014; Pressick-Kilborn & Prescott, 2017). 
Closely tied to the requirement for shared understandings is the need for clear 
communication between partnership participants. K. Jordan and Elsden-Clifton (2015) 
noted that “having this shared expectation and open communication between the first 
space of university and the second space of schools was an important aspect of a third 
space [partnership]” (pp. 257-258). Such communication was found to form stronger 
bonds between participants (Grima-Farrell, 2015; Neal & Eckersley, 2014; Redman, 
2014), make expectations and roles clear (Cavanagh & Garvey, 2012; Kenny, 2012), 
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and address issues that arose in the course of partnership activities (Hudson et al., 2015; 
Jones et al., 2016; Oerlemans, 2017). 
Relationships 
Relationships that develop over an extended period of time between school and 
university personnel were identified as crucial in 30 sources. The relationships between 
PSTs and their peers, ISTs, and TEs were highly valued by participants and contributed 
to their learning (K. Jordan & Elsden-Clifton, 2015). However, more significant were 
the relationships that “evolved over time” (Jones et al., 2016, p. 113) between staff at 
the school and at the university (Kertesz & Downing, 2016; McLean Davies et al., 
2017; Neal & Eckersley, 2014; Watters et al., 2013). These were seen to be pivotal to 
the success of the partnership, and require “time, understanding, effort, personable 
attributes and belief” (T. Lynch, 2013b, p. 263) for their development. 
Certain key personnel were understood to be the main brokers of these 
relationships – namely, the university co-ordinator and the in-school co-ordinator. 
These people were “considered the essential link between school and university and 
pivotal to the success of the partnership” (Broadley et al., 2013, p. 102) for a number of 
partnerships (Allen, Ambrosetti, & Turner, 2013; Knight et al., 2013; Miller et al., 
2015; Oerlemans, 2017). Their positions in the midst of the third space provided clarity 
and support to other participants and promoted inter-sector communication (Allen, 
Ambrosetti, & Turner, 2013; Grima-Farrell, 2015). The relationship that existed 
between the two people in these key roles was declared by Knight et al. (2013) to be “a 
conduit between the university program and the activity of the teaching school” (p. 73) 
and was therefore the most important relationship within the partnership. 
 
Chapter 2: Systematic Literature Review  Page | 60 
Corinne A. Green  Partnering in the Third Space  
Resources 
The importance of making resources available to support the partnership was noted by 
17 sources. It is clear that significant investments of time are required from all 
stakeholders, with Broadley et al. (2013) advocating a recognition of the “amount and 
intensity of time that is required to develop and maintain effective partnerships” (p. 
103). Funding, whether provided by the school, the university, or an external body, can 
be used to release personnel from their regular duties or pay for professional 
development qualifications that support the work taking place within the partnership 
(Lang et al., 2015; T. Lynch, 2013b; McLean Davies et al., 2013). Using available 
resources judiciously also requires consideration of the school infrastructure according 
to Cavanagh and Garvey (2012) and Neal and Eckersley (2014), who encourage 
considering the capacity of the school and spreading large cohorts of PSTs over 
multiple classrooms or schools if appropriate. The provision and use of such resources 
is indicative of the “resilient commitment” (Miller et al., 2015, p. 68) of those involved, 
and denotes a sustainable partnership (Allen, Ambrosetti, & Turner, 2013; Jones et al., 
2016; Naidoo, 2012). 
2.4 Discussion 
This systematic literature review has revealed how school-university partnerships are 
implemented within Australia (according to those published 2012-2017). The 
publications included in the dataset have described the context of these partnerships, as 
well as the benefits, challenges, and elements of success associated with the 
partnerships. The findings of this review mirror the broader literature base, and provide 
a balanced view through their collective nature (Feak & Swales, 2009; Jesson et al., 
2011). However, it is evident that further research is needed within this field, to better 
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understand the motivations of those involved and explore the sustainability of these 
school-university partnerships (Hallinger, 2013). 
Given the ongoing interest of Australian policymakers and researchers in 
school-university partnerships, understanding how they are currently being 
implemented within Australia is important (AGDET, 2015; AITSL, 2015, 2018b; 
Hartsuyker et al., 2007; NSW DEC, 2013; TEMAG, 2014). The AITSL (2018a) report 
that evaluated the execution of the TEMAG recommendations regarding school-
university partnerships is evidence of this governmental priority. The report 
acknowledges that the foundations have been set, particularly with regards to school-
university partnerships for the purpose of enhancing Professional Experience 
placements, as “progress is being made with partnership agreements and opening 
communication channels” (p. 4). This too is clear through the systematic literature 
review, with 40 partnerships around Australia identified. The AITSL (2018a) report also 
encourages further work in this space, including capacity building, improved 
communication, and role clarification. It advocates “collective action” (p. 7), with 
stakeholders working together for subsequent implementation. By illuminating the ways 
that school-university partnerships are currently implemented in Australia, and reported 
on in the literature, this review provides a solid background for researchers and 
policymakers engaging in this future work.  
The majority of the partnerships described by the final dataset can be grouped by 
type into two main categories: mediated instruction (24 partnerships) and extended 
placements in selected schools (18 partnerships). This shows that the ways schools and 
universities are collaborating is primarily site-based, as has been recognised 
internationally by Burns et al. (2016), and Snow et al. (2016). The finding that the 
partnerships are primarily associated with mediated instruction deviates slightly from 
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the governmental recommendations that focus on implementing school-university 
partnerships to enhance Professional Experience placements (AITSL, 2015; TEMAG, 
2014). This suggests that the current understanding of school-university partnerships 
from a political standpoint may need to be broadened to match what is being enacted by 
schools and universities (AITSL, 2018a).   
Elements of successful partnerships were identified by 42 sources in the dataset. 
The need for a common vision for the partnership and clear communication between 
stakeholders was recognised by various sources in the dataset (Cavanagh & Garvey, 
2012; D. Lynch & Smith, 2012; McDonough, 2014) and echoes the assertions of Burns 
et al. (2016) and Baum and Korth (2013) in the wider literature. The importance of 
genuine relationships and the pivotal roles that certain personnel play within the 
partnership is similarly evident in both the dataset (Allen & Turner, 2012; Jones et al., 
2016; Miller et al., 2015) and other research literature (Dresden et al., 2016; Grudnoff et 
al., 2017; Rosenberg et al., 2009). Finally, Kruger et al. (2009) acknowledged that 
“institutional resources are evident in partnerships which endure over time” (p. 10), as 
indicated by this review (Lang et al., 2015; T. Lynch, 2013b). This demonstrates that 
the main elements of successful school-university partnerships identified through this 
review – shared understandings, relationships, and resources – are aligned with the 
broader literature base.  
All 59 sources celebrated the benefits associated with the partnership in 
question. These included mutual benefits (development of an inter-sector community; 
articulation of shared goals; provision of new opportunities not previously possible), as 
well as those directed at the university (ITE programs that connect theory and practice) 
and the school (professional learning opportunities for ISTs; high-quality programs for 
students) more specifically. Each of these benefits has similarly been recognised in the 
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broader literature base (Burns et al., 2016; Kruger et al., 2009; Maheady et al., 2016; 
Parsons et al., 2016). 
Fewer sources (n=37) discussed the challenges that were faced in implementing 
and sustaining these school-university partnerships. The challenges that were explored 
included adjusting to a partnership that required different approaches and interactions to 
what had been the norm, the logistics associated with the implementation of the 
partnership, and the complex task of achieving the intended goals. Importantly, while 
the challenges presented did affect the partnerships, the sources did not report that a 
partnership failed as a result of dealing with these difficulties – with two exceptions. T. 
Lynch (2016) identified a lack of funds as part of what “eventually led to the demise of 
the [partnership] program” (p. 14), while Oerlemans (2017) declared that the 
partnership program “was very successful and only stopped when funding was 
discontinued” (p. 142). Other researchers have similarly described the impact of a lack 
of funding on partnerships (Lewis & Walser, 2016; Rosenberg et al., 2009).  
Even so, with regards to the majority of the barriers that emerge within a 
partnership, it is “important to acknowledge that tensions and challenges do arise when 
creating third spaces. However, it is also important to acknowledge in moving forward, 
these tensions may be an important part of the learning process for PSTs, teacher 
mentors and teacher educators” (Elsden-Clifton & Jordan, 2015, p. 7). Grima-Farrell 
(2015) similarly recognised that “although balancing school and university 
expectations…presented challenges, the strengths of the project outweighed these 
challenges for participants” (p. 265). By considering the reported challenges across the 
dataset, it is clear that the partnerships were strengthened by stakeholders recognising 
potential barriers and working to “address the issues together” (Jones et al., 2016, p. 
116). 
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2.4.1 Limitations 
The decision to include only peer-reviewed publications places some limitations on this 
review’s findings, as publication bias may have skewed the broad understanding of 
school-university partnerships in Australia it has sought to generate (Jesson et al., 2011; 
Petticrew & Roberts, 2006). Future investigations may include reports (Carr, 2015; 
Rowley et al., 2013), theses (Carabott, 2014; M. H. Nguyen, 2015), and conference 
papers (Broadley & Ledger, 2012; Eady & Green, 2016) that have not been peer-
reviewed to provide a more comprehensive picture.  
Additionally, the generalisability of the findings may be impeded by the focus of 
this review on Australian-based school-university partnerships. It is unclear whether 
similar results would be found in other contexts, such as in the United States where 
system-wide approaches to school-university partnerships have been implemented for 
more than three decades (Holmes Group, 1986; National Council for Accreditation of 
Teacher Education, 2001; Wilson et al., 1989). Opportunities for complementary 
systematic literature reviews conducted in these contexts (or from a global standpoint) 
remain. 
2.4.2 Future Research Opportunities 
The commonalities between the sources – that is, their discussion of the benefits, 
challenges, and elements of successful school-university partnerships – is indicative of 
the relative infancy of this field of knowledge. The research currently published, as 
evidenced by the analysed dataset, seeks to prove that school-university partnerships 
can be successful, and to depict how they can be implemented and the benefits 
associated with them. While this is appropriate initially, there is now an opportunity to 
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move beyond these surface-level studies and explore the deeper aspects of school-
university partnerships (K. O. Mason, 2013; Zeichner et al., 2015).  
For example, the motivating factors that drive stakeholders’ involvement in 
these partnerships has been touched on by some within this dataset (Lang et al., 2015; 
Moran, 2014) and beyond it (Hynds & McDonald, 2010; K. O. Mason, 2013), but has 
not yet been explicitly explored. Similarly, PST’s perceptions of what supports their 
own success within and beyond their involvement in a school-university partnership 
would be a valuable area of future research. Investigating the motivations of key 
personnel would extend our understanding of school-university partnerships beyond 
their structure and the benefits of their implementation.  
Given the concerns of sustainability mentioned by some of the sources in this 
review (T. Lynch, 2013b, 2016; Miller et al., 2015; Ryan et al., 2016; Watters et al., 
2013), deeper knowledge of how and why partnerships may be successful could 
enhance existing partnerships and inform the development of future partnerships. Le 
Cornu’s (2015) allegation that increasing complexities have resulted in “a breaking 
down of school-university partnerships, at the very time that there is a renewed interest 
in how schools and universities will work together to support teacher education” (p. 5), 
gives further credence to this future work (AITSL, 2018a). 
2.5 Conclusion 
In Australia, school-university partnerships have been established to meaningfully 
connect theory and practice for PSTs by utilising and connecting the expertise of ISTs 
and TEs. This systematic literature review has identified 40 partnerships around 
Australia documented in the literature (2012-2017), with most of these providing site-
based experiences for PSTs through mediated instruction (n=24) or extended 
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placements within partner schools (n=18). Importantly, it provided a balanced view by 
making clear the many benefits of partnerships while also acknowledging the challenges 
that may be encountered in their implementation. It has also presented a collective 
understanding of the key elements of successful partnerships. 
However, this review has highlighted that the underlying factors responsible for 
the success and sustainability of school-university partnerships have not been explored 
in depth. These factors include what motivates key personnel to be involved, the impact 
of institutional directives on the partnership formation and implementation in the long 
term, and the protective elements that can allow a partnership to continue even when 
key personnel or funding is no longer available. The range of benefits associated with 
these partnerships, as well as the directives issued by government bodies regarding their 
use in ITE, gives impetus for future research. 
Continuing to deepen our understanding in this way can enhance the use of 
school-university partnerships within ITE to bridge the gap between theory and practice 
and prepare PSTs for the realities of the teaching profession. 
Chapter Summary 
This chapter has presented the findings of a systematic literature review exploring how 
school-university partnerships connected to ITE have been implemented in Australia 
and reported in peer-reviewed literature. One of the research gaps that this systematic 
literature review has identified is that the motivating factors that drive stakeholders’ 
involvement in school-university partnerships have not yet been explicitly explored. 
The question of what motivates teachers’ and school leaders’ involvement in school-
university partnerships is thereby the focus of the multiple-case study and the ensuing 
chapters of this thesis.  
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This chapter reviews additional areas of research literature pertinent to the multiple-case 
study. It explores literature related to school culture, including schools’ leaders, context, 
philosophy and frameworks, and interest in research. It also considers some of the 
enduring issues in the teaching profession: the quality of pre-service teachers’ (PSTs’) 
professional experiences in schools; the perceived divide between theory and practice 
within and beyond initial teacher education (ITE); the nature of teacher professionalism; 
and the attrition of early career and experienced teachers. A portion of this chapter has 
been included in Green, Eady, and Tindall-Ford (2020).  
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3.1 School Culture 
The notions of organisational culture and, more appropriate for this study, school 
culture have been extensively explored in research literature and yet remain difficult to 
define (Kaplan & Owings, 2013; Schein, 1986; Schein & Schein, 2017). After more 
than three decades of research within this field, Schein and Schein (2017) offer a 
dynamic definition: 
The culture of [any] group can be defined as the accumulated shared learning of 
that group as it solves its problems of external adaptation and internal integration; 
which has worked well enough to be considered valid and, therefore, to be taught 
to new members as the correct way to perceive, think, feel, and behave in relation 
to those problems. This accumulated learning is a pattern or system of beliefs, 
values, and behavioural norms that come to be taken for granted as basic 
assumptions and eventually drop out of awareness. (p. 6) 
Stated more simply, “School cultures are the shared orientations, values, norms, and 
practices that hold an educational unit together, give it a distinctive identity, and 
vigorously resist change from the outside” (Kaplan & Owings, 2013, p. 2). As Schein 
and Schein (2017) assert, “culture is pervasive and influences all aspects of… an 
organisation” (p. 11), while Stoll (2000) notes that culture essentially “defines reality 
for those within a social organisation, gives them support and identity and creates a 
framework for occupational learning” (p. 9). A wide variety of factors and elements 
contribute to, and are influenced by, a school’s culture (Donohoo et al., 2018; Ishimaru 
& Galloway, 2014; Kaplan & Owings, 2013; D. Nguyen et al., 2019; Slemp et al., 
2018). These include a school’s leaders (in terms of personnel, styles, and structures) 
(Section 3.1.1), context (such as size, location, and community demographics) (Section 
3.1.2), philosophy (including the underlying frameworks that drive actions of school 
staff) (Section 3.1.3), and interest in research (regarding engaging with, and in, 
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research) (Section 3.1.4).  
3.1.1 School Leadership 
School leaders play a vital role in directing their school, developing staff capacity, and 
enhancing student outcomes (Hallinger & Kulophas, 2020; Hitt & Tucker, 2016; 
Leithwood et al., 2020; Slemp et al., 2018). They have a significant influence over the 
“‘workplace conditions’ [that] shape the motivation, commitment and professional 
learning of teachers” (Hallinger & Kulophas, 2020, p. 521) and can be instrumental in 
facilitating the development of a collegial school culture (Louws et al., 2020; D. 
Nguyen et al., 2019). 
A variety of leadership approaches and styles have been explored in the research 
literature, including autocratic, democratic, learning-centred, transformational, 
instructional, and distributed leadership (Hallinger & Kulophas, 2020; Harris & 
DeFlaminis, 2016; Louws et al., 2020; Slemp et al., 2018). Hallinger and Kulphas’ 
(2020) literature analysis surmised that there has been an evolution towards a 
“community of practice orientation” (p. 535) in leadership and teacher learning, 
although Harris and DeFlaminis (2016) make clear that no given style is inherently 
good or bad. Instead, researchers advocate for “‘contextually sensitive’ combinations of 
leadership practices” (Louws et al., 2020, p. 695) considering cultural, economic and 
contextual factors that can direct and restrict leaders’ practices (Leithwood et al., 2020). 
Some schools operate with a leadership structure such that the principal “does not try to 
play a direct role in the day-to-day lives of the teachers” (Marzano, 2003, p. 175), or 
one where teachers are given sustained autonomy support with opportunities for choice, 
agency, and input (Hitt & Tucker, 2016; Slemp et al., 2018), while other schools have a 
principal who is actively involved in issues like instruction, curriculum, and teacher 
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development (Hitt & Tucker, 2016; D. Nguyen et al., 2019). Still others employ a 
distributed leadership structure whereby “leaders distribute and share leadership and 
decision making rather than centralise these functions, develop a sense of community 
rather than individuals, encourage collaborative work efforts rather than isolate 
practitioners, and base authority on expertise rather than role or position” (Hitt & 
Tucker, 2016, p. 554). Through each of these approaches, the principal and school 
executive are responsible for providing cohesion across the school (Hitt & Tucker, 
2016; Leithwood et al., 2020).  
In terms of effective leader practices, Hitt and Tucker (2016) propose a unified 
model that synthesises three frameworks of clustered practices: the Ontario Leadership 
framework (Leithwood, 2012), the Learning-Centred Leadership framework (Murphy et 
al., 2006), and the Essential Supports framework (Sebring et al., 2006). Within the 
unified model, Hitt and Tucker (2016) have identified five domains of effective school 
leader practices emerging from their literature review: establishing and conveying the 
vision; facilitating a high-quality learning experience for students; building professional 
capacity; creating a supportive organisation for learning; and connecting with external 
partners. School principals and other executive staff are therefore responsible for 
determining what activities and actions are (or are not) relevant to their school’s context 
and goals, and for building staff capacity to pursue appropriate avenues of development 
(Hallinger & Kulophas, 2020; Hitt & Tucker, 2016). Depending on the leadership 
structure, the school principal (or other executive staff) may strategically allocate 
resources, negotiate logistics, buffer staff from distractions, and otherwise make time 
and space for teachers and other school staff to be involved in various activities, 
including those connected to a school-university partnership (Hallinger & Kulophas, 
2020; Hitt & Tucker, 2016; Leithwood et al., 2020; Louws et al., 2020; Lovett, 2017; D. 
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Nguyen et al., 2019). In these ways, leaders directly influence teacher learning and 
indirectly affect student outcomes (Hallinger & Kulophas, 2020). 
Leadership stability has also been demonstrated to play a critical role in both the 
way a school runs, and the development of a healthy school culture (Mascall & 
Leithwood, 2010; Yan, 2020). When principal turnover is rapid – for instance, a new 
person in the role every couple of years – significant challenges are presented, including 
disruptions to “school policies and improvement efforts, increases [in] teacher turnover, 
and decreases [in] student performance” (Yan, 2020, p. 90). In contrast, principals who 
stay in a school for at least five years can implement long-term strategies and build 
productive school cultures that “enhance teacher motivation, build teacher capacity, 
promote teacher efficacy… and create the professional unity and cohesion required for 
effective instruction… and student success” (Mascall & Leithwood, 2010, p. 369). 
It is worth acknowledging that leadership roles are not solely reserved for those 
in executive positions within a school. The notions of ‘middle leaders’ and ‘teacher 
leaders’ have been gaining ground in research literature (Lipscombe et al., 2021; Louws 
et al., 2020; Lovett, 2017; D. Nguyen et al., 2019), although both remain somewhat ill-
defined (Lipscombe et al., 2021; D. Nguyen et al., 2019; Schott et al., 2020). Middle 
leaders are seen as those with formal positions of leadership who remain close to the 
classroom – often, but not always, maintaining a teaching role alongside their leadership 
role – and operate between executive staff and teachers (Grootenboer et al., 2015; 
Lipscombe et al., 2021). Conversely, teacher leaders are described as teachers who lead 
within and beyond their classrooms through influence rather than a formal leadership 
position (Katzenmeyer & Moller, 2009; Lipscombe et al., 2021; D. Nguyen et al., 
2019). As York-Barr and Duke (2004) assert, “teacher leadership is the process by 
which teachers, individually and collectively, influence their colleagues, principals, and 
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other members of school communities to improve teaching and learning practices with 
the aim of increased student learning and achievement” (pp. 287-288). Both middle 
leadership and teacher leadership can be avenues for school improvement and 
professional development throughout a teacher’s career (Buchanan et al., 2020; 
Lipscombe et al., 2021; Louws et al., 2020; Lovett, 2017; Schott et al., 2020). 
3.1.2 School Context 
A school’s context (e.g., size, location, socio-economic status of the area) can have 
substantial effects on student achievement, staff recruitment, and a school’s connections 
to universities (Cronin et al., 2020; Fancera & Bliss, 2011; Hitt & Tucker, 2016; 
Leithwood et al., 2020). Although Cronin et al. (2020) recognised that “schools in 
challenging circumstances… may have little or no involvement with university ITE 
programs” (p. 2) either due to the school’s limited capacity or confidence, or the 
university’s reluctance to place PSTs in complex situations, there are also many 
examples of contextually-responsive school-university partnerships (Cronin et al., 2020; 
Downes & Roberts, 2018; Mostert & Glasswell, 2012). For instance, Mostert and 
Glasswell (2012) sought to address a “widening achievement gap in literacy and low 
levels of student and teacher confidence” (p. 19) in a culturally diverse, low socio-
economic area by establishing school-university partnerships that boosted school 
students’ achievement, motivation and engagement in reading. With regards to staff 
recruitment, Downes and Roberts (2018) emphasised that “staffing of rural, remote and 
isolated schools remains a significant issue of concern in Australian education” (p. 31). 
One strategy they recommended involved school-university partnerships where PSTs 
can engage in “rural [PEx placements] and visits to rural locations [that] provide [PSTs] 
with an opportunity to challenge their preconceptions about living and working in a 
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rural place… and reinforce the positives of rural teaching” (p. 37). Similarly, Lee (2018) 
suggested that partnerships between school, community, and university can “create a 
‘pipeline’ of community-minded teachers committed to teaching in their communities” 
(p. 118). Cronin et al. (2020) also advocated for school-university partnerships with 
schools in challenging contexts, presenting a model that created “conditions for building 
ambitious teaching with the potential to improve [school student] outcomes and add 
value in subjects where teachers and [PSTs] may lack confidence” (Cronin et al., 2020, 
p. 18). 
School-university partnerships can also represent a long-term strategy for 
increasing access to higher education opportunities for those from low socio-economic 
status areas (Australian Government Department of Education, 2009; Zacharias & 
Mitchell, 2020). Research indicates that students from equity groups such as low socio-
economic status, Indigenous, first-in-family, or remote and regional areas are 
“significantly less likely to attend university than their non-equity equivalents” 
(Australian Government Productivity Commission, 2019, p. 2) and “more likely than 
average to possess the enrolment and demographic characteristics that have been found 
to be associated with lower [university degree] completion rates” (Edwards & 
McMillan, 2015, p. 10). Recognising this, Gale et al. (2010) highlight that “increasing 
the representation in higher education of people from low socio-economic status 
backgrounds [and other equity groups] will require a more sophisticated approach… 
than what has been attempted in the past” (p. vii) and suggest that this renewed 
approach needs to include early interventions and outreach programs by universities in 
schools. Through their analysis of literature and survey data, Gale et al. (2010) 
identified ten characteristics of effective university outreach programs, organised within 
four strategies: 
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• Assembling resources (people-rich; financial support and/or incentives; early, 
long-term and sustained) 
• Engaging learners (recognition of difference; enhanced academic curriculum; 
research-driven interventions) 
• Working together (collaboration; cohort-based) 
• Building confidence (communication and information; familiarisation/site 
experiences) 
There is a confluence between these outreach program characteristics and elements of 
school-university partnerships (Australian Government Department of Education, 2009; 
Zacharias & Mitchell, 2020). Indeed, Zacharias and Mitchell (2020) found that 
university outreach efforts were most effective “where the programs have been fully 
implemented and sustained at the school level resulting in highly engaged school-
university partnerships” (p. 43). While the Australian Government Productivity 
Commission (2019) recognises that “university education is never going to be the best 
option for everyone” (p. 17), they also assert that university education “can be 
transformative” (p. 3) and “should be open to people regardless of their background” (p. 
3). With students’ preferences regarding attending university tending to form in late 
primary school and early high school, partnerships between universities and schools 
(whether primary or secondary) can enable students to make informed decisions about 
whether university study is the right choice for them (Australian Government 
Department of Education, 2009; Australian Government Productivity Commission, 
2019; Gale et al., 2010; Wilks & Wilson, 2012).  
3.1.3 School Philosophy and Framework 
Whether or not it is explicitly stated, all schools are likely to have underlying 
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frameworks or philosophies of education that direct the attention and actions of the 
school staff (Kaplan & Owings, 2013; Schein & Schein, 2017). Some schools may base 
their work around formal frameworks, such as the Art and Science of Teaching 
(Marzano, 2007), Universal Design for Learning (L. L. Nelson & Rose, 2014), or 
Health Promoting Schools (Langford et al., 2015). Other schools may be less specific, 
subscribing in general to a constructivist approach or focusing on collaborative inquiry 
(Parsons et al., 2016; Schipper et al., 2020). Directed by their underlying philosophy 
and framework, schools can 
create environments where people take interest in and care for one another; where 
kindness is reflected in acts of support and compassion; where mistakes are 
forgiven; where people set positive examples and inspire one another; and where 
respect and appreciation toward one another are freely exhibited. (Redelinghuys et 
al., 2019, p. 625) 
These practices, along with teachers being “rooted within meaningful environments, 
where they are elevated and renewed by their work” (Redelinghuys et al., 2019, p. 625), 
enables the development of positive workplace cultures whereby school staff “achieve 
high levels of both performance and well-being” (Grawitch & Ballard, 2016, p. 4). 
3.1.4 Interest in Research  
In recent years, teachers, schools, and education systems have been encouraged to 
implement practices that are aligned with research evidence (Dagenais et al., 2012; 
McAleavy, 2015; Prendergast & Rickinson, 2019; Rickinson et al., 2020). This has, at 
times, been criticised, particularly when a push for evidence-based practices and finding 
‘what works’ comes at the expense of contextualised understandings and teachers’ 
professional discernment (Biesta, 2007; McAleavy, 2015). A more realistic and useful 
approach, in contrast to evidence-based practice, is evidence-informed practice which is 
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inclusive of formal research alongside professional judgement and informal inquiry 
(McAleavy, 2015; Rickinson et al., 2020; White et al., 2018). Prendergast and 
Rickinson (2019) recognise the increasing calls for the teaching profession in Australia 
to be research-rich and for schools to be research-engaged from both policy and 
research perspectives. These terms describe educators that engage in research projects 
(whether formal or informal) and with research evidence, although “the distinction 
between teachers engaging in and with research can be overstated. The two processes 
are not mutually exclusive, and in the best examples, they complement each other” (J. 
Nelson & O'Beirne, 2014, p. 35). 
Although Dagenais et al. (2012) present claims “that school practitioners 
continue to make little use of educational research in their classroom practice” (p. 286), 
White et al. (2018) report that “Australia has highly educated and aspirational education 
professionals, who both value research and are eager to access and participate in 
research-led and research-informed practice at all levels” (p. 3). These educators can be 
supported to enact their interest in research-engaged practice by “management and 
leadership [who] have a crucial role before, during, and after implementation [of 
research]” (Dyssegaard et al., 2017, p. 37). Furthermore, Rickinson et al. (2020) 
highlight the importance of school-based factors that enable teachers to mobilise and 
implement research, including  
senior leadership support for, and modelling of, research use across the school; 
middle leaders helping other staff to access, understand and apply research ideas; 
collaborative forums in which staff can discuss research and how to use it in 
context; resources in terms of time, funds, and training to support research 
engagement; research engagement being embedded within the ethos of the school; 
and partnerships with external researchers, coaches and other research-engaged 
schools. (p. 26) 
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Indeed, Prendergast and Rickinson’s (2019) conceptual framework of schools’ research 
engagement recognises that alongside “research projects [that] are relevant and aligned 
to school needs and conducted in partnership, and research evidence [that] is relevant, 
accessible and mobilised, there are school community factors that are also important in 
enabling research engagement” (p. 34). These school factors include “a culture and 
ethos that is focused on teacher learning, improvement, innovation and trust… 
leadership that values and encourages research participation and evidence use… 
individual and collective capability among staff… and opportunities being provided” 
(Prendergast & Rickinson, 2019, pp. 34-35). This indicates an iterative relationship 
between school culture, leaders’ actions, and a school’s engagement in and with 
research (McAleavy, 2015; Prendergast & Rickinson, 2019; Rickinson et al., 2020). 
3.2 Enduring Issues in the Teaching Profession 
A number of enduring issues exist within the teaching profession, including (but not 
limited to):  
• the quality of PSTs’ professional experiences in schools (Nettleton & Barnett, 
2016; Radford et al., 2018; Southgate et al., 2013) (Section 3.2.1),  
• the perceived divide between theory and practice in both university and school 
settings (Chittleborough & Jones, 2018; Dillon et al., 2014; Manton et al., 2020; 
McAleavy, 2015) (Section 3.2.2),  
• the nature of teacher professionalism (Bourke, 2019; Chatelier & Rudolph, 
2018) (Section 3.2.3), and  
• the attrition of early career and experienced teachers (Buckworth, 2017; Glazer, 
2020; Gundlach, 2018; Weldon, 2018) (Section 3.2.4).  
At times, these have been described as ‘wicked problems’ – complex issues that defy 
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definition and solution (Crowley & Head, 2017; Rittel & Webber, 1973; Southgate et 
al., 2013), with the term ‘wicked’ used “in a meaning akin to that of ‘malignant’ (in 
contrast to ‘benign’) or ‘vicious’ (like a circle) or ‘tricky’ (like a leprechaun) or 
‘aggressive’ (like a lion, in contrast to the docility of a lamb)” (Rittel & Webber, 1973, 
p. 160). While it is beyond the scope of this study to determine whether some or all of 
these issues fit the ten distinguishing properties of wicked problems proposed by Rittel 
and Webber (1973), they are complex issues with interdependent variables, multiple 
stakeholders, and no simple solutions (M. E. Jordan et al., 2014; Southgate et al., 2013). 
Even so, there is evidence that school-university partnerships operating in the third 
space can contribute to the resolution of these perennial issues. As M. E. Jordan et al. 
(2014) note, “No substitute exists for respectful, deep, rich, constant and sometimes 
contentious dialogue. Thus, an important disposition to develop in creating wicked 
responses is supporting and nurturing conversation, dialogue and debate” (p. 425). 
While success is by no means guaranteed, third space school-university partnerships can 
create ongoing opportunities for this dialogue to take place (Green, Tindall-Ford, & 
Eady, 2020a; Phelps, 2019; Sewell et al., 2018; Traynor & Tully, 2019). 
3.2.1 Quality of PSTs’ Experiences in Schools 
Southgate et al. (2013) argue that “the role of professional experience (also known as 
school- and community-based field placement or clinical experience) in ITE has been an 
issue for as long as the [teaching] profession has existed” (p. 14). It is seen as a 
“signature pedagogy of ITE” (Southgate et al., 2013, p. 15) and PSTs “regularly rate 
practicum experiences as the most significant component of their teacher education 
programs” (Dillon et al., 2014, p. 97). Despite the importance of these experiences 
during ITE, there are persistent concerns regarding the “often clashing practical, 
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theoretical and political perspectives that usually inhibit consensus regarding what 
professional experience(s) should be” (M. E. Jordan et al., 2014, p. 418) as well as 
matters of inconsistent quality and PSTs’ capacity for involvement. 
Consensus Regarding the Form and Function of Professional 
Experiences 
In exploring professional experience as a wicked problem, Southgate et al. (2013) argue 
that “there is no consensus regarding its exact function and the forms it should take to 
achieve this purpose” (p. 16). They note that if the purpose is to connect theory and 
practice, then the focus must be on the translation of theory into practice; conversely, if 
the purpose is to develop “work-ready graduates, then the model adopted must warrant 
enough immersion in the workplace that students learn authentic professional 
behaviours” (Southgate et al., 2013, p. 16). Furthermore, the purpose of professional 
experience at a system-wide level is “especially sensitive to political influence” 
(Southgate et al., 2013, p. 16), with frequent reforms reframing and redirecting the 
attention and efforts of decision makers (Australian Institute for Teaching and School 
Leadership [AITSL], 2015; Teacher Education Ministerial Advisory Group [TEMAG], 
2014; Ure et al., 2017). 
While it may be difficult to ascertain the appropriate function and form of 
mandated PEx placements at a national level, school-university partnerships enable 
stakeholders to collaborate and make context-dependent decisions that are appropriate 
for their needs (Mtika et al., 2014; Willis et al., 2018). For example, one of the school-
university partnerships described by Chittleborough and Jones (2018) focused on 
connecting theory and practice. This resulted in a concurrent instruction model where 
PSTs spent “two days in schools followed by three days in university on campus [for 8 
weeks]… There’s a very immediate application of the theory to the practice and the 
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practice to then inform and interrogate… the theory to substantiate [it]” (p. 75). 
Conversely, Hudson et al. (2015) describe a school-university partnership where PSTs 
“had the opportunity to be involved in the school setting continuously throughout the 
school year” (p. 226). This long-term immersion “simulated an early induction for pre-
service teachers, particularly as they engaged with school communities and started to 
understand the complexity of school environments during one school year” (p. 233). 
Through the school-university partnership, stakeholders are able to collaboratively 
determine the main purpose (appropriate for their context and needs at a given time) of 
the professional experiences provided to PSTs, and from that establish appropriate 
models (Burns et al., 2016; Cavanagh & Garvey, 2012). The fact that these partnership 
activities may not be tied to the same evaluation and assessment requirements of formal 
mandated PEx placements gives further freedom in establishing contextually relevant 
activities without needing to conform to a national standard (Dillon et al., 2014; Koubek 
et al., 2020). 
Inconsistent Quality of Professional Experiences 
Although school-based experiences are highly prized by, and of great benefit to, PSTs 
(Dillon et al., 2014; Koubek et al., 2020), concerns have been raised regarding the 
inconsistent quality of these experiences (Buckworth, 2017; J. S. Davis & Fantozzi, 
2016; Hébert, 2018). Rust (2010) attests that “in fieldwork, there is often little 
supervision; it is often of poor quality; and it is rarely in genuine synchrony with the 
[ITE] program” (p. 7). This is troublesome, given that “the quality of [PSTs’] learning 
depends to a large extent on the quality of the mentoring they receive from associate 
teachers and faculty supervisors” (Dillon et al., 2014, p. 98). Furthermore, good 
classroom teachers are not necessarily good mentors of PSTs without suitable training 
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(Ambrosetti, 2014; J. S. Davis & Fantozzi, 2016; Helleve & Ulvik, 2019; Manton et al., 
2020). Buckworth (2017) notes that the “variability of support [for PSTs during PEx 
placements] can be linked to several factors. These may include poor understanding of 
expectations, lack of readiness for mentoring and an absence of the establishment of 
mutual goals” (p. 379). These are factors that can be ameliorated by a third space 
school-university partnership, in which shared understanding is developed, professional 
learning opportunities abound, and mutual goals can be determined (Green, Tindall-
Ford, & Eady, 2020a; Phelps, 2019). As Willis et al. (2018) assert,  
the concept [of school-university partnership] is powerful, refreshing and even 
tantalising given its promise and hope that through more meaningful and sustained 
cooperation and collaboration among educational partners, the quality of pre-
service teacher mentoring and teaching in schools generally can continually be 
improved. (p. 66) 
PSTs’ Capacity for Involvement in Professional Experiences 
A further complexity regarding PSTs’ professional experiences in school settings relates 
to their capacity for involvement in such activities (Grant-Smith et al., 2018; Moore et 
al., 2015; Phelps, 2019). Grant-Smith et al. (2018) illuminate the fact that “participation 
[in professional experience activities] is not without costs” (p. 29) as they explore the 
financial burdens experienced by PSTs during school-based placements. School-
university partnerships do not necessarily resolve this issue, as they frequently expect or 
require PSTs to spend additional unpaid time in schools which adds to their workload 
and reduces time for other commitments (Allen, Howells, & Radford, 2013; Lang et al., 
2015). When decision makers do not consider the costs of partnership activities, they 
may be inadvertently privileging certain groups of PSTs such as those without 
significant financial concerns (Grant-Smith et al., 2018; Lang et al., 2015). 
Nevertheless, these collaborative partnerships do present opportunities for “all 
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stakeholders involved in managing, administering and promoting [professional 
experiences to] be cognisant of the potential impacts on [PSTs] and act to reduce those 
where possible” (Grant-Smith et al., 2018, p. 30). As one example, Kertesz and 
Downing (2016) described how within the context of a school-university partnership, 
“the school and [PST] were… free to negotiate directly the scope of, and timing for, the 
placement” (p. 18). This negotiation can provide greater flexibility for PSTs and schools 
than the traditional block placement and decrease the financial burden for PSTs (Grant-
Smith et al., 2018; Kertesz & Downing, 2016; Moore et al., 2015). 
3.2.2 Connecting Theory and Practice  
The perceived divide between theory and practice in the field of teacher education has 
been tied to a range of negative outcomes (Adoniou, 2013; Gerrevall, 2018). These 
include PSTs being unprepared for the realities of classroom teaching, in-service 
teachers not implementing evidence-informed practices, and educational researchers 
being disconnected from the end-users of their research (Darling-Hammond, 2006; 
Green, Tindall-Ford, & Eady, 2020a; Southgate et al., 2013). School-university 
partnerships represent an opportunity to meaningfully connect theory and practice for 
each stakeholder group, thereby benefitting the teaching profession as a whole (B. Davis 
& Sumara, 2012; Rust, 2010; White et al., 2018). 
Pre-Service Teachers and Initial Teacher Education 
Within ITE, a number of approaches have been implemented to support PSTs to 
connect theory and practice. These include the introduction of high stakes situated 
assessments for PSTs that seek to ensure the quality of graduates, as well as elements 
frequently found in school-university partnerships such as authentic and immersive 
classroom experiences and industry input into ITE programs. These approaches are 
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discussed below. 
High-Stakes Assessments of ‘Classroom Ready’ PSTs. At a systemic, national 
level, efforts have been made to ensure that all PSTs in Australia have opportunities to 
connect theory with practice through their ITE degree, as recommended by TEMAG 
(2014). These include the introduction of two high-stakes assessments for pre-service 
teachers: a teaching performance assessment (TPA) (AITSL, 2015) – a portfolio that 
PSTs curate to demonstrate their teaching performance – and the Literacy and 
Numeracy Test for Initial Teacher Education (LANTITE) (Australian Government 
Department of Education and Training [AGDET], 2016) – a test of a PSTs’ personal 
literacy and numeracy skills. PSTs in Australia must successfully complete both the 
TPA and LANTITE prior to ITE graduation (AITSL, 2020). Ostensibly, these 
assessments ensure that ITE graduates are ‘classroom ready’ through questions and 
activities relevant to the teaching profession (AITSL, 2020; Barnes & Cross, 2020).  
As an aside, the term ‘classroom ready’ is frequently used in policy documents 
(AGDET, 2015; AITSL, 2019; TEMAG, 2014; Ure et al., 2017) and research literature 
(Allen, Howells, & Radford, 2013; Charteris, 2019; Elsden-Clifton & Jordan, 2016; 
Hudson et al., 2015; Manton et al., 2020; Stacey et al., 2020). Indeed, TEMAG (2014) 
identified “Assuring classroom readiness” (p. 29) as one of its seven recommendations, 
reasoning that “beginning teachers have responsibility for student learning from their 
first day in the classroom. This means they must be classroom ready upon entry to the 
profession” (p. 29). However, the term suggests that the sum total of a teacher’s 
expertise and responsibilities can be found in a classroom, ignoring their contribution 
across a school and to the profession as a whole (Curtis et al., 2019; Mayer, 2015). 
Other terms have been offered in an attempt to capture this concept more fully, 
including ‘work ready’ (Lang et al., 2015; Trede et al., 2017), ‘workplace ready’ (Allen, 
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Ambrosetti, & Turner, 2013; D. Lynch & Smith, 2012), ‘job ready’ (Carter, 2012; 
Parsons et al., 2016), ‘workforce ready’ (Tindall-Ford et al., 2018), ‘career ready’ 
(National Council for Accreditation of Teacher Education, 2010; Patton, 2017), and 
‘profession ready’ (Burns et al., 2016). 
Nevertheless, the Australian TPA and LANTITE assessments have been 
criticised alongside comparable assessments internationally for not fulfilling their 
promises of enhancing the teaching profession (Barnes & Cross, 2020; Cochran-Smith 
et al., 2018; Dover, 2018; Ledwell & Oyler, 2016). As Charteris (2019) notes,  
there is an assumed premise underlying the [TPA in the USA and Australia] that a 
satisfactory score is a prediction of future quality teaching practice. However, it is 
questionable whether a determination of teaching quality can be based on only one 
assessment… Learning to teach is a dynamic, situated and complex endeavour … 
and the notion that a high-stakes assessment can be a predictor of future 
performance is problematic. (p. 243) 
Similarly, Barnes and Cross (2020) argue that “LANTITE is a hurdle that all students 
must complete (and pay for), but with little impact in terms of transformative outcomes 
or reform” (p. 320). Critics argue that the TPA and LANTITE narrow the focus of ITE 
as “high-stakes testing can cause practitioners to abandon valued content in favour of 
the content privileged by the [assessment]” (Ledwell & Oyler, 2016, p. 131) and lead 
PSTs to “prioritise the standardised expectations of external scorers over those of their 
own schools, students, or communities” (Dover, 2018, p. 26). Furthermore, these 
assessments and associated policies “have positioned teachers and teacher educators as 
the objects, rather than the agents of reform” (Cochran-Smith et al., 2018, p. 572) and 
present a “rhetoric [that] wields substantial power in positioning teacher education 
providers, teacher educators, and the teaching profession more generally, as incapable 
of raising their own standards without interventions and governance” (Barnes & Cross, 
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2020, p. 319). These national assessments therefore may have been created with the 
intention to connect theory with practice for PSTs but instead minimise their 
opportunities for authentic learning and sideline the expertise and agency of those 
currently in the teaching profession (Barnes & Cross, 2020; Cochran-Smith et al., 2018; 
Dover, 2018). 
Authentic, Immersive Classroom Experiences. In contrast to these nation-
wide high-stakes assessments, school-university partnerships offer localised 
opportunities for theory and practice to be interwoven throughout ITE for PSTs’ 
professional development. The authentic and immersive classroom experiences that are 
common within school-university partnerships are frequently described as valuable with 
regards to integrating theory and practice (Chittleborough & Jones, 2018; Green, 
Tindall-Ford, & Eady, 2020a; Koubek et al., 2020; Sewell et al., 2018). Indeed, four-
fifths of the sources in the systematic literature review mentioned integrating theory 
with practice and providing authentic contexts for PST learning as a benefit associated 
with school-university partnerships (Section 2.3.3) (Green, Tindall-Ford, & Eady, 
2020a). As Chittleborough and Jones (2018) acknowledge, “the [school-university] 
partnership provides ongoing opportunities to develop mechanisms to teach the PST 
how to reflect, and the continuity of the partnership provides ongoing opportunities [to 
reflect] after every lesson” (p. 71). When these partnership activities are not tied to 
formal evaluation or assessment of PSTs, PSTs are free to take risks and experiment 
with their teaching practices (Chittleborough & Jones, 2018; Cronin et al., 2020; Dillon 
et al., 2014; Koubek et al., 2020). Furthermore, these additional experiences in school 
settings can “help pre-service teachers decide whether or not teaching is a preferred 
career choice” (Koubek et al., 2020, p. 224). By immersing PSTs in complex school 
environments, with support from teachers and teacher educators, school-university 
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partnerships can enable PSTs to establish meaningful connections between theory and 
practice. 
Industry Input. In addition to authentic classroom experiences, school-
university partnerships give opportunities for industry input into ITE programs that can 
further promote connections between theory and practice (Gutierrez et al., 2019; Sewell 
et al., 2018). Industry input can take the form of a co-designed curriculum, with staff 
from schools and universities actively involved in the development and implementation 
of ITE material (Sewell et al., 2018; Stolk et al., 2011), or an advisory group with 
school staff providing feedback on existing ITE content and experiences (Jervis-Tracey 
& Finger, 2016; Kyza & Nicolaidou, 2017). These collaborations in ITE enable the 
needs of stakeholders to be considered and support the development of shared goals and 
understandings across the school and university domains (Jervis-Tracey & Finger, 2016; 
Stenberg et al., 2016). They promote strong links between theory and practice for PSTs, 
as well as opportunities for “teachers to become more involved in the instruction of 
university education courses and… for teacher educators to further their knowledge and 
experience of current classroom conditions and current issues in teaching and learning 
from the perspective of a practitioner” (K. O. Mason, 2013, p. 565). In this way, 
industry input into ITE programs can integrate theory with practice through cross-
institutional collaboration (Chittleborough & Jones, 2018; Gutierrez et al., 2019).  
Teachers and Schools 
Through school-university partnerships, the ongoing professional development of 
teachers – whether early in their career or more experienced – can also be promoted and 
sustained. As discussed below, partnership activities encourage teachers to engage in 
reflection and implement evidence-informed practices. Furthermore, involvement in 
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school-university partnerships can promote professional development for teachers with 
regards to leadership and their engagement in and with research. 
Reflective Practices. School-university partnerships encourage teachers to 
engage in reflection of their own actions and approaches (Grima-Farrell, 2015; White, 
2019). Mentoring PSTs in their classroom led the teachers in Grima-Farrell’s (2015) 
study to “reflect on their own learning and how the experience caused them to justify 
their actions. This encouraged a depth of insight into their own pedagogy” (p. 260). 
Rory, a secondary school teacher in White’s (2019) study of hybrid teacher educators, 
acknowledged that “essentially by unpacking the practice with the [pre-service 
teachers], I reflect on my own practice probably more as well” (p. 7). Similarly, Molly – 
an experienced primary school teacher in White’s (2019) study – noted that because of 
her interactions within school-university partnership activities, she was “trying to, as 
much as possible now, in my discussions [with colleagues] … make sure that I am clear 
with why I am doing what I am doing” (p. 7). By engaging in partnership activities, 
teachers thereby “enhance their own teaching, understanding of teacher education and 
their ability to connect theory and practice” (White, 2019, p. 7). 
Evidence-Informed Practices and Teachers as Researchers. As discussed in 
Section 3.1.4, those in the teaching profession have been encouraged to implement 
practices that are aligned with research evidence (Dagenais et al., 2012; McAleavy, 
2015; Prendergast & Rickinson, 2019; Rickinson et al., 2020). A collaborative school-
university partnership can facilitate the development of these evidence-informed 
practices through a professional learning community between teachers and academics 
(Herrenkohl et al., 2010). Within these communities, teachers can read and discuss 
research evidence and consider its application in their classrooms as well as be 
supported to conduct their own research investigating questions of teaching and learning 
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that are relevant to their context (Herrenkohl et al., 2010; Phelps, 2019). Through these 
activities, school-university partnerships can re-engage teachers with the teaching 
profession and contribute to their ongoing professional development (Prendergast & 
Rickinson, 2019; van Schaik et al., 2018; White et al., 2018). 
Teacher Educators and Universities 
In much the same way that school-university partnerships can engage teachers in 
research, these partnerships connect researchers and university-based teacher educators 
with the practical settings that they seek to understand. As Manton et al. (2020) assert, 
part of the theory-practice divide discourse describes “a teacher educator who is too 
firmly ensconced in the [ivory] tower [who] is seen as having limited ‘real world’ 
experience, but solid theoretical expertise… [and] out of touch with the realities of 
contemporary schools” (p. 4). In contrast, those teacher educators and researchers that 
work in collaboration with schools “demonstrate the value of research that is practice 
informed and of practice that is research informed” (Phelps, 2019, p. 2). As Nielsen et 
al. (2020) assert, “continuous work in partnership with practitioners ensures academics 
can ground research and theory in practice” (p. 12). Importantly, the non-hierarchical 
nature of third space partnerships can minimise the tendency for “institutions of higher 
education [to] enter the community space as ‘experts’ and sometimes with a saviour 
mentality” (Lee, 2018, p. 119). Instead, those involved can approach one another in the 
spirit of collaboration and conduct research that is mutually relevant and beneficial 
(Lee, 2018; Prendergast & Rickinson, 2019; van Schaik et al., 2018). 
3.2.3 Nature of Teacher Professionalism 
Around the world, the nature of teacher professionalism has been shifting (Alexander et 
al., 2019; Vanassche et al., 2019). Teachers and teacher educators face increasingly 
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politicised work environments with government agencies in Australia, the United 
Kingdom (UK), the United States of America (USA), and elsewhere prioritising 
standards agendas and managerial discourse over individual teachers’ professional 
judgement (Evans, 2011; Sachs, 2016). While these measures can be used to build 
capacity and legitimacy in the teaching profession, they can also result in misleading 
notions of what teaching involves, and how best to develop quality teachers (Darling-
Hammond, 2017; Sachs, 2016).  
In the UK, teaching is seen as a craft that is best learned through apprenticeship 
(Evans, 2011; Vanassche et al., 2019). Within this technicist approach, teacher 
professionalism is shaped by professional standards that focus “predominantly on 
teachers’ behaviour, rather than on their attitudes and their intellectuality” (Evans, 2011, 
p. 851). Adding to this practice-based view of the profession, ITE has become school-
led (rather than the exclusive domain of universities) through programs such as School 
Direct (McNamara et al., 2017). Vanassche et al. (2019) recognise the dangers of this 
apprenticeship-based model by asserting that “however able or accomplished these 
exemplars of practice are, we accept and recreate rather than transform and renew 
current schooling” (pp. 484-485) by learning only from the practices of those who have 
gone before. 
In the USA, the prevailing understanding of teaching is that the underlying 
knowledge base is relatively easy for anyone to learn (Darling-Hammond, 2017). This 
attitude is evidenced in the fast-track teacher education schemes, such as Teach for 
America, that have taken root in the USA and spread internationally (Darling-
Hammond, 2017; Scott et al., 2016). The Teach for America organisation has been 
criticised for assuming that little teacher preparation and theoretical understanding is 
required to teach effectively (Darling-Hammond, 2017; Scott et al., 2016). 
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Within Australia, a steady upwards trajectory of regulation and control has been 
exerted by policymakers (Alexander et al., 2019; Bourke, 2019). A plethora of 
educational reviews and policy documents have positioned teacher education as a policy 
problem that can allegedly be solved through national regulation (Alexander et al., 
2019; Sachs, 2016). Bourke (2019) and Sachs (2016) argue that a high level of 
regulation serves to de-professionalise teachers and teacher educators by “casting 
teachers into the role of compliant practitioner” (Sachs, 2016, p. 422). The educational 
reviews and policy documents relevant to school-university partnerships include: 
• Action Now: Classroom ready teachers (TEMAG, 2014) – Among five key 
proposals for enhancing initial teacher education in Australia, TEMAG (2014) 
advocated for school-university partnerships to integrate theory with practice in 
ITE. This is a pivotal document driving ongoing improvements to ITE. 
o Several follow-up responses and reviews have been produced at a 
federal level, such as Action Now: Classroom ready teachers – 
Australian Government response (Australian Government Department 
of Education and Training, 2015) and TEMAG Evaluation: School-
university partnerships (AITSL, 2018). These documents confirm the 
original recommendations and review progress that has been made. 
• Accreditation of initial teacher education programs in Australia: Standards and 
procedures (AITSL, 2015) – As part of the accreditation process for ITE 
programs, universities must demonstrate that they have “formal partnerships, 
agreed in writing… with schools/sites/systems to facilitate the delivery of 
programs, particularly professional experience for pre-service teachers” (p. 17). 
• Professional experience in initial teacher education: A review of current 
practices in Australian ITE (Ure et al., 2017) – In light of the recommendations 
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from TEMAG (2014), the Network of Associate Deans of Professional 
Experience was established to “collectively discuss and review the provision of 
professional experience in ITE” (p. 10). This report “provides an account of 
current developments in ITE, their impact on the delivery and quality of 
professional experience, and issues that need to be addressed to support further 
improvements” (p. 10). 
• Great teaching, inspired learning: A blueprint for action (New South Wales 
Department of Education and Communities, 2013), Advancing education: An 
action plan for education in Queensland (Queensland Government Department 
of Education and Training, 2016), and More teachers, quality teaching: 
Education Workforce roundtable declaration (Tasmanian Government 
Department of Education et al., 2018) – Various State government agencies 
have developed reports and policy documents advocating for school-university 
partnerships as part of their strategy to develop a strong teaching workforce. 
• Quality Initial Teacher Education Review (Australian Government Department 
of Education, Skills and Employment, 2021) – In March 2021, the Federal 
Minister for Education and Youth announced a new review of ITE which aims 
to “build on the significant progress to date and inform the next evolution of 
reforms to continue to improve our capacity to attract high quality candidates 
into teaching and equip them to become highly effective teachers” (p. 1).  
In contrast to these approaches from the UK, USA, and Australia, Darling-Hammond 
(2017) has identified a number of countries where teachers are highly respected 
professionals. Efforts have been made in Finland, Singapore, and Canada to strengthen 
connections between theory and practice and develop quality teachers with the capacity 
to provide excellent and accessible education for all students. To do so, Finland has 
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prioritised the implementation of high-quality ITE “that integrates research and 
practice” (Darling-Hammond, 2017, p. 292). In Singapore, a highly developed 
performance management system has been implemented that generates a range of 
leadership opportunities throughout a teacher’s life-long career (Darling-Hammond, 
2017). The approach adopted in Canada has been a commitment to strong standards 
with a focus on improvement and capacity building instead of punishment (Darling-
Hammond, 2017).  
These international examples align with what Sachs (2016) and Bourke (2019) 
describe as the difference between managerial professionalism, which is concerned with 
performance and accountability, and democratic professionalism, which involves 
“collegial relations and collaborative work practices” (Sachs, 2016, p. 419). 
Transformation to democratic professionalism, they argue, is predicated on a 
commitment to ongoing professional learning, deep engagement in research, and 
collaborative practices throughout the teaching profession (Bourke, 2019; Sachs, 2016). 
Third space school-university partnerships, such as those seen in Chapter 2 (Green, 
Tindall-Ford, & Eady, 2020a), can be one strategy for enacting this democratic 
professionalism. These “collaborative partnerships… result in collective wisdom” 
(Bourke, 2019, p. 40) with teachers and teacher educators sharing and co-creating 
knowledge and developing mutual understandings and expertise. 
3.2.4 Teacher Attrition  
The complex problem of teacher attrition and retention is commonly attributed to high 
rates of teachers leaving the profession (particularly in the first five years of a teacher’s 
career) and an ageing workforce (Australian Government Treasury, 2015; Janzen & 
Phelan, 2019; Weldon, 2018). However, limited robust data from the Australian context 
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raise questions about the veracity and implications of these claims (Gahan et al., 2017; 
Weldon, 2018). Nevertheless, school-university partnerships can mediate these 
workforce changes by supporting ECTs and re-engaging experienced teachers with the 
profession (Koubek et al., 2020; Nielsen et al., 2020). Notably, partnerships can provide 
recruitment pathways that benefit PSTs and ECTs (who can be confident of their next 
career steps) as well as schools (by fulfilling needs for competent staff that suit the 
school context) and the teaching profession as a whole (by retaining innovative and 
promising teachers), although these approaches can present issues of their own (Moore 
et al., 2015; Phelps, 2019). 
Early Career Teachers 
Throughout research literature, government reports, and media outputs, it is commonly 
claimed that attrition for early career teachers – those in their first five years of teaching 
– in Australia may be as high as 40-50% (Gallant & Riley, 2017; Janzen & Phelan, 
2019; Weldon, 2018; West et al., 2018). High rates of teacher turnover “have negative 
consequences for districts, schools, and students” (Glazer, 2020, p. 2) including 
“adverse impact on student learning; wastage of school resources; loss of expertise; an 
emotional toll on teachers; and a lost investment in ITE” (Gundlach, 2018, p. 16). 
However, Weldon (2018) makes clear that although “the figures are considered to be 
well established… in reality, there is no robust Australian evidence, and figures do not 
agree” (p. 61). Gallant and Riley (2017) similarly report that “Australia’s failure to 
collect accurate data on such an important area is concerning. This is particularly so 
given that the country’s educational future is not unfolding haphazardly, but it is being 
fashioned by choices, made without evidence” (p. 896). The pervasive perception that 
attrition is concerningly high, despite a lack of robust evidence, is directing policy 
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decisions related to PSTs, ITE, and ECTs (Gallant & Riley, 2017; Glazer, 2020; 
TEMAG, 2014; Weldon, 2018). 
As part of their call for improved data collection in this area, Weldon (2018) 
proposes consideration of the impact of these six factors on attrition: 
• Demand effect – teachers unable to find regular employment; 
• Personal effect – leaving for personal or family reasons, such as illness; 
• Compatibility effect – leaving due to feeling unsuited for the role; 
• Career Choice effect – leaving to pursue an alternative career; 
• Environment effect – leaving due to lack of support, school and leadership culture, 
work-load, etc.; [and] 
• Performance effect – teachers sacked/de-registered due to poor performance or 
illegal activity. (p. 71) 
School-university partnerships may be able to mediate some of these effects by assisting 
PSTs to (dis)confirm their compatibility for the teaching profession prior to graduation 
(Gale et al., 2010; Koubek et al., 2020), supporting ECTs in their initial positions 
through mentoring (Gundlach, 2018), promoting positive and collegial school cultures 
(Andreasen et al., 2019; Qian et al., 2013), and providing ongoing professional learning 
that improves teacher performance (Green, Tindall-Ford, & Eady, 2020a; Nielsen et al., 
2020). 
Ageing Workforce 
Australia has an ageing population, which has implications for all sectors including the 
teaching profession (Australian Government Treasury, 2015). Compared to 40 years 
ago, there are “fewer people of traditional working age compared with the very young 
[those aged 14 and under] and the elderly [those aged 65 and over]” (Australian 
Government Treasury, 2015, p. viii), with this trend predicted to continue over the next 
40 years. Paired with the allegedly worrying levels of early career teacher attrition 
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(Janzen & Phelan, 2019) and increasing student populations (Weldon, 2015), the 
expectation is that the teaching workforce will shortly be woefully small and in need of 
urgent bolstering (Buckworth, 2017). However, these expectations may be out of step 
with the reality as “older Australians are staying in the workforce today for longer than 
they did in the past” (Gahan et al., 2017, p. 514). The result is a mismatch between 
supply and demand that could be contributing to attrition when individuals are unable to 
secure regular employment (Weldon, 2018; Weldon, 2015). 
Rather than assuming that teachers of (or approaching) traditional retirement age 
will soon be leaving the profession, actions can be taken to “support older Australians 
who want to work” (Australian Government Treasury, 2015, p. ix). School-university 
partnerships and their activities (such as professional learning communities with 
colleagues and academics) can re-engage experienced teachers with the teaching 
profession and thereby “support [experienced teachers] to develop as ‘knowledge 
workers’ and ‘public intellectuals’” (Nielsen et al., 2020, p. 12). This conserves the 
valuable expertise that senior teachers bring to the teaching profession and ensures that 
these individuals continue to be fulfilled by their work (Australian Government 
Treasury, 2015; Hitt & Tucker, 2016; Nielsen et al., 2020).  
Furthermore, middle leadership and teacher leadership roles, as outlined above, 
enable teachers to remain connected to classroom teaching while supporting their 
colleagues’ professional development and school improvement. School-university 
partnerships provide varied opportunities for such roles to be exercised through 
mentoring PSTs and teacher colleagues, facilitating professional learning communities, 
and establishing or implementing partnership activities in collaboration with others 
(Buchanan et al., 2020; Hallinger & Kulophas, 2020; Lin et al., 2018). Indeed, 
Buchanan et al. (2020) predict that the school-university partnerships they have 
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established “should serve as ideal places to develop teacher leadership at multiple levels 
for a variety of teachers across their career span” (p. 589) and thereby contribute to 
teachers’ ongoing professional development and longevity in the profession (Hallinger 
& Kulophas, 2020; Lin et al., 2018). 
Recruitment Pathways 
A further positive outcome of school-university partnerships is the establishment of a 
mutually beneficial recruitment pathway. Through partnership activities, PSTs become 
familiar with a certain school and build their confidence for teaching in these types of 
schools (e.g., rural or regional schools, or schools in a low socio-economic area) after 
graduation (Lee, 2018; Neal & Eckersley, 2014). This is valuable, as “many newly 
qualified teachers are reluctant to work in schools identified as challenging” (Cronin et 
al., 2020, p. 2). Simultaneously, school leaders are able to observe PSTs in the 
classroom, determine their suitability for the school in the long term, and offer PSTs 
employment upon graduation (Ryan et al., 2016). This enables schools to fulfill their 
staffing needs with competent teachers who are familiar with the context and culture of 
the school (Lee, 2018; McAllister et al., 2020). Furthermore, it can ameliorate the 
demand and compatibility effects of attrition for early career teachers, providing them 
with initial employment and confidence in their work-related competencies (Cash et al., 
2020; Weldon, 2018). This can have positive effects on retention of “innovative creative 
capable teachers” (Gallant & Riley, 2017, p. 910) within the teaching profession. 
However, these recruitment pathways can present equity and social justice issues 
of their own that must be attended to if these approaches are to become more widely 
implemented (D. Jackson, 2017; Moore et al., 2015; Nettleton & Barnett, 2016). 
Whether partnership activities are required elements of an ITE program (e.g., attached 
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to an assessment task or core subject) or elective opportunities for which PSTs can 
volunteer, they represent an additional workload on top of existing commitments 
(Grant-Smith et al., 2018; Phelps, 2019). For some PSTs this will not present a problem, 
or they will determine that the benefits of involvement outweigh any costs (Grant-Smith 
et al., 2018; Moore et al., 2015). However, for some PSTs – such as those with 
significant financial constraints, or family commitments – involvement in partnership 
activities presents an excessive burden that may prevent their participation altogether 
(Grant-Smith et al., 2018; D. Jackson, 2017; Moore et al., 2015). Additionally, issues of 
bias must be considered where school leaders, in the interests of maintaining a cohesive 
staff and employing suitable graduates, inadvertently prejudice PSTs and ECTs that do 
not fit the mould (D. Jackson, 2017). In these instances, a recruitment pathway could 
compound the disadvantage for certain PSTs, as barriers to their involvement in a 
partnership activity may lead to minimised employment opportunities in the future 
(Weldon, 2018). It is therefore important that stakeholders within school-university 
partnerships consider these issues and ensure their activities are accessible to all PSTs. 
Chapter Summary 
This chapter has reviewed additional areas of research literature pertinent to the 
multiple-case study. It has focused on school culture (as it is contributed to, and 
influenced by, factors such as school leadership, context, philosophy, and interest in 
research) as well as some of the enduring issues in the teaching profession: the quality 
of PSTs’ professional experiences in schools; the perceived divide between theory and 
practice within and beyond ITE; the nature of teacher professionalism; and the attrition 
of early career and experienced teachers. In so doing, this chapter precedes the detailed 
discussion of the multiple-case study in Chapters 4-10.  
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This chapter outlines the research design used for the multiple-case study. The chapter 
details the theoretical frameworks that inform the study – third space theory (Zeichner, 
2010) and the reasoned action approach (Fishbein & Ajzen, 2010) – as well as the case-
quintain approach (Stake, 2006). The case selection process is presented, along with a 
brief description of the context and participants of each case. The data collection and 
analysis procedures are discussed in detail. Portions of this chapter have been included 
in Green, Eady, and Tindall-Ford (2020), Green, Tindall-Ford and Eady (2020a), and 
Green, Tindall-Ford and Eady (2020b). 
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4.1 Research Design 
This qualitative research study, employing a case study design, investigated what 
motivates teachers to be involved in a school-university partnership. Case study design 
prioritises the context of the research and the perspectives of the participants to allow an 
in-depth investigation of a phenomenon (Vohra, 2014; Yin, 2016). Specifically, this 
study employed a multiple-case study design, as distinct from a single-case study 
design. This means that a number of unique cases (that is, schools in school-university 
partnerships) were studied to understand teachers’ involvement in these partnerships.  
This approach prioritised context-dependent knowledge and experience from the 
perspective of those embedded in the case to develop a deep, holistic, and nuanced 
understanding of the phenomenon (Flyvbjerg, 2006; Harland, 2014; Luo, 2015). As a 
result, recognising the context of the cases was critical (Kothari et al., 2017). This 
research design has enabled the study to rely on the voices of teachers and school 
leaders to illuminate their motivation for involvement in a school-university partnership, 
while also considering the contextual factors that impact those decisions. 
The research question for this multiple-case study was as follows: 
For teachers and school leaders who are involved in a school-university 
partnership connected to initial teacher education (ITE), what motivates 
their involvement in the partnership? 
This question was well-suited to the multiple-case study design. The nature of the case 
study approach encouraged a wide array of information to be gathered, so that a 
complex contextual phenomenon could be explained through the generation of rich 
descriptions and participant insight (C. A. Anderson et al., 2014; Yin, 2016). 
Furthermore, by considering multiple cases of school-university partnerships while 
recognising their unique contexts, a fuller understanding of the issue has emerged (Luo, 
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2015; Roxburgh et al., 2012; Stake, 2006). This facilitates a reasonable degree of 
transferability of the findings to other settings and circumstances to support both 
existing and future school-university partnerships (C. A. Anderson et al., 2014; Mudrak 
& Zabrodska, 2015; Roxburgh et al., 2012; Stake, 2006). The multiple-case study 
design adopted in this study enabled a range of data to be collected from a variety of 
settings in an effort to explain why teachers and school leaders are involved (that is, 
what motivates them to be involved) in a school-university partnership. 
By employing a multiple-case study design, the common criticisms of single-
case studies (including questions of their rigour, and the reliability and transferability of 
the findings) have been mitigated in a number of ways (Flyvbjerg, 2006; Stake, 2006). 
For example, studying individual cases in-depth while also considering their 
contribution to the whole allows for the replication of patterns of findings, thereby 
increasing their robustness and reliability (Stake, 2006; Vohra, 2014). Additionally, the 
opportunity to consider diverse contexts through this approach strengthened the findings 
derived from each case and facilitates the transfer and application of the findings to 
other contexts (Luo, 2015; Yin, 2016). This enabled the findings from this study to be 
more reliable and more useful for practitioners in both school and university settings. 
4.2 Theoretical Frameworks 
The multiple-case study has been informed by two key theoretical frameworks: third 
space theory (Zeichner, 2010) and the reasoned action approach (Fishbein & Ajzen, 
2010). Third space theory framed the types of school-university partnerships focused on 
in the study, clarifying the research question and directing case selection (Section 4.2.1). 
The reasoned action approach – a comprehensive motivation theory – guided the data 
collection and case-level data analysis within this study (Section 4.2.2). 
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4.2.1 Third Space Theory (Zeichner, 2010) 
Intentional, deliberate school-university partnerships that are collaborative and non-
hierarchical in nature can be described as operating in the ‘third space’, where the 
domains of school and university intersect (see Figure 7). Third space theory has been 
used by Soja (1996), who described the third space as the ‘lived space’ where the ‘real’ 
(first space) and ‘ideal’ (second space) can be reimagined. Conversely, Bhabha (1994) 
used the term to facilitate the exploration of cultural identities. In this sense, the third 
space “explains how cultures and individuals interact to redefine their identity” (Watters 
et al., 2018, p. 241). More recently, Zeichner (2010) has applied the notion of the third 
space to the initial teacher education setting. In this framing, third space theory 
advocates for crossing traditional boundaries, such as those between schools and 
universities. As Zeichner (2010) describes, the third space can disrupt binary attitudes 
(such as theory vs. practice) through integration: “an either/or perspective is 
transformed into a both/also point of view” (p. 92). 
Figure 7 
Visual Representation of Third Space Theory (Zeichner, 2010) 
 
Working in the third space involves abandoning the dichotomous thinking of theory 
versus practice and instead encourages integrating theory with practice in novel ways. 
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This is a dynamic approach to teacher education that aims to prepare pre-service 
teachers (PSTs) for the teaching profession by making the most of the learning 
opportunities available in both the school and university contexts (Martin et al., 2011; 
Zeichner et al., 2015).  
Zeichner (2010) grouped the various types of third space activities into the 
following broad categories:  
• “Bringing [school] teachers and their knowledge into [the university setting]” 
(p. 93)  
o Teachers employed as lecturers 
o Teacher-in-residence programs 
• “Incorporating representations of teachers’ practices in [university subjects]” (p. 
93) 
o Videos of teachers discussing their teaching practice used in coursework 
o Mediated instruction with some/all of a university subject taught in a 
school setting 
o Hybrid teacher educators who are employed by both the school and the 
university 
• “Incorporating knowledge from communities into [ITE]” (p. 94) 
o Members of the community inform teacher educators and PSTs about 
how to be successful teachers in their context 
Examples of each category can be found in Zeichner (2010) as well as in Section 2.3.2 
(Green, Tindall-Ford, & Eady, 2020a).  
The most common of these categories within Australia is mediated instruction 
(Green, Tindall-Ford, & Eady, 2020a). While moving a PST methods course to the 
school setting does not mean in itself that it operates in the third space, there are a 
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number of such courses that do integrate the knowledge and expertise of both teachers 
and teacher educators (Jeffery & Polleck, 2010; Lampert et al., 2013; M. Taylor et al., 
2014). In each instance, university subject material was directly connected to classroom 
practice, and PSTs were able to both observe theory enacted in practice and implement 
it themselves. 
Connected to the implementation of mediated instruction is the joint 
construction of a school- or university-level curriculum (Arnold et al., 2013; Burridge et 
al., 2016; McDonough, 2014). This third space activity enables teachers and teacher 
educators to match their intentions and combine their expertise to generate “new and 
creative solutions to problems that could not be solved by either alone” (Zeichner et al., 
2015, p. 126). A prime example of this collaboration exists between a school and a 
university in Melbourne, as documented by Forgasz (2016). In response to government 
recommendations, the school-university partnership was used to enhance the 
observation placement of physical education (PE) pre-service teachers. The first phase 
involved teacher educators providing teachers with professional development related to 
PE teacher education, which was followed by a collaborative effort to develop a school 
PE curriculum. Finally, the teachers implemented the new PE curriculum in their 
classrooms while PSTs observed the lessons. This approach enabled a close link 
between the PSTs’ university learning and classroom observations, due to the 
collaboration between teachers and teacher educators. 
Third space partnerships are increasingly incorporating a dual position, where 
one individual is both a teacher in the school and a teacher educator at the university 
(McLean Davies et al., 2015; van Gelderen, 2017; White & Murray, 2016; Zeichner, 
2010). The experiences of hybrid teacher educators have been documented in several 
self-studies, such as that of Martin et al. (2011) and McDonough (2014). These 
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accounts explore the challenges and opportunities of the role, and the practices that have 
been used to relieve the resulting tensions.  
Within this study, the concept of third space provided a definition of school-
university partnerships to clarify the research question and direct case selection. For the 
purposes of the study, it was crucial that the chosen partnerships consist of a non-
hierarchical, mutually beneficial collaboration between school-based teachers and 
university-based teacher educators. These partnerships are distinct from logistics-
focused co-operations between schools and universities that may be mandated for the 
purposes of implementing typical Professional Experience (PEx) placements. While the 
latter potentially includes cross-institutional relationships that have developed over 
time, this study was specifically interested in the iterative, reciprocal, and collaborative 
connections that are inherent in third space partnerships. As with the inclusion criteria 
employed in the systematic literature review (Section 2.2.3) (Green, Tindall-Ford, & 
Eady, 2020a), Zeichner’s (2010) description of third space partnerships in ITE informed 
the choice of cases for this study. 
4.2.2 Reasoned Action Approach (Fishbein & Ajzen, 2010) 
The reasoned action approach (RAA) (Fishbein & Ajzen, 2010) is a comprehensive 
motivation theory proposing that people’s behaviours are largely motivated by their 
intentions to perform that behaviour. This intention is informed by three constructs:  
(a) one’s attitude towards the behaviour,  
(b) the perceived social norm, and  
(c) perceived behavioural control.  
Each construct is, in turn, impacted by relevant behavioural, normative, and control 
beliefs (see Figure 8). RAA has been built on the previous models of the theory of 
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reasoned action (Ajzen & Fishbein, 1980) and the theory of planned behaviour (Ajzen, 
1991). 
Figure 8  
Reasoned Action Approach (Fishbein & Ajzen, 2010) 
RAA was intentionally developed as a general theory that could “provide a unifying 
framework to account for any social behaviour” (Fishbein & Ajzen, 2010, p. 27). This is 
evident in its wide-ranging use to describe and predict behaviours as varied as “voting 
choice, use of safety helmets… exercising… condoms use… protection of the 
environment… and virtually any imaginable area of human endeavour” (Ajzen, 2000, p. 
62). Meta-analyses and systematic reviews conducted within a variety of fields of study 
indicate that RAA accurately explains behaviour across each of these areas (McEachan 
et al., 2016; Schüz et al., 2017). These studies have revealed that attitudes are a strong 
predictor of intentions, as is perceived behavioural control, with a weaker relationship 
between social norms and intentions (Lipnevich et al., 2011; McEachan et al., 2011; 
Schüz et al., 2017). 
RAA research has been mostly quantitative in nature, as it seeks to predict 
behaviour and identify statistical links between and among the components of the 
framework, intentions, and behaviour (Lipnevich et al., 2011; McEachan et al., 2016). 
RAA has also been used in some qualitative studies, with Kamar et al. (2016) reporting 
that qualitative research guided by RAA could “elucidate important personal, situated, 
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and cultural influences on… behaviour” (p. 126). Yzer et al. (2015) used qualitative 
focus group interviews to deepen their understanding of the use of tobacco cessation 
resources in their explanatory mixed-methods design study. In general, the use of RAA 
within qualitative research has been informative, yet relatively limited (Kamar et al., 
2016; Yzer et al., 2015).  
In an applied setting, such as educational research, McEachan et al. (2011) 
suggest the value of RAA lies in its capacity “to explain behaviour so that interventions 
can be developed and behaviour changed” (p. 99). Where it has been used in 
educational research RAA has been found to adequately explain the issue at hand, such 
as young peoples’ intentions to engage in pro-environmental behaviour (de Leeuw et 
al., 2015) and pre-service teachers’ use of a particular constructivist approach in their 
teaching (Wang & Ha, 2013).  
An important aspect of RAA is that the three elements can have a differing 
impact on intention in various contexts and situations (Fishbein & Ajzen, 2010). In 
studying teachers’ use of the internet for their professional development, Demir (2010) 
found that attitude is the most important predictor of intention, with perceived 
behavioural control also having a strong impact. However, Alajmi’s (2012) study of 
knowledge sharing behaviour in online communities found that attitude did not have a 
significant effect on intention, but instead social norm had a high influence. These 
contrasting findings are expected within RAA, and motivate contextualised 
investigations into various areas of educational research to discover the value of each 
element in different circumstances (Fishbein & Ajzen, 2010). 
In this qualitative study, RAA was considered when developing the questions 
for the semi-structured interviews as well as providing a framework for data analysis at 
the case level (de Leeuw et al., 2015; King et al., 2019). The interview questions and 
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their alignment with RAA are discussed here and depicted in Figure 9 below. According 
to RAA, attitudes “refer to the degree to which a person has a favourable or 
unfavourable evaluation or appraisal of the behaviour in question” (Demir, 2010, p. 2). 
For this study, attitudes refer to a participants’ positive or negative appraisal of the 
behaviour (i.e., participating in a school-university partnership connected to ITE). The 
perceived social norm is defined by Ajzen (2000) as the “perceived social pressure to 
engage in the behaviour” (p. 62). In this study, the social norm was explored through 
participants’ perceptions of their colleagues’ expectations that they participate in the 
partnership. Finally, within RAA the term perceived behavioural control describes “the 
resources and the obstacles that either facilitate or impede engagement in the behaviour 
(Wang & Ha, 2013, p. 225). In this study, participants’ perceived behavioural control 
was explored through questions relating to how they are supported to, or prevented 
from, participating in the partnership.  
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Figure 9 
Use of the Reasoned Action Approach in This Study 
By understanding the participants’ attitudes, perceptions of the social norm, and 
perceived behavioural control through individual and group interviews, the researcher 
sought to understand participants’ intention (captured in the research question) to 
perform the behaviour of partnering with a university connected to ITE. 
Attitude 
• Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written Task #1] 
• How supportive are you of 
the partnership?  
[Written Task #2]  
o Extremely supportive  
o Very supportive  
o Moderately 
supportive  
o Slightly supportive  
o Not supportive  
• What do you see as the 
main benefits of the 
partnership? 
• What do you think about 
your involvement in the 
partnership? 
Social Norm 
• What expectations do you 
have of your staff to be 
involved in the 
partnership?  
• Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 
Behavioural Control 
• Were you given the choice 
to participate in this 
partnership?  
• Did you give your 
colleagues the choice to 
participate in the 
partnership?  
• Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #3] 
• Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #4] 
Intention 
Research question: What motivates teachers’ and school leaders’ involvement in the 
school-university partnership? 
Behaviour  
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4.3 Case Selection 
Deliberate case selection is a critical component of a rigorous case study (Herron & 
Quinn, 2016). Within multiple-case studies, a ‘case-quintain’ view has been advocated 
by Stake (2006) to keep both the details (case) and big picture (quintain) in mind 
throughout the research process (see Figure 10). The main aim is to understand the issue 
as a whole (that is, the quintain), and this is accomplished by understanding the parts 
individually (that is, the cases). 
Figure 10 
Visual Representation of the Case-Quintain View (Stake, 2006) of Multiple-Case Study 
Design  
This approach has guided the selection of suitable cases – that is, schools within a 
school-university partnership – for the present study. Typical-case selection, where the 
selected schools are representative of a broader set of cases, has been employed to allow 
the formation of a comprehensive understanding of the phenomenon (Herron & Quinn, 
2016; Robinson, 2014). The cases selected are therefore ordinary examples of schools 
in a third space school-university partnership connected to ITE (Stake, 2006; Yin, 
2016).  
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The schools in this study were identified through Australia-wide teacher 
education networks, facilitating a purposive sampling strategy and allowing diverse 
options to emerge (Kothari et al., 2017; Robinson, 2014). Teacher education colleagues 
across Australia were approached on multiple occasions (e.g., via email, phone, or in 
person at a national teacher education conference). They were asked to suggest school-
university partnerships that may be appropriate for the study, based on a provided 
description of third space school-university partnerships in ITE. All partnerships that 
were suggested through this process were considered (17 in total). The relevant staff 
members at each school were contacted via email to gauge their interest in the study, 
and to confirm that the partnership suited the study (i.e., that it operated within the third 
space, and that it was connected to ITE). Once each school provided a letter of support 
for their involvement in the research study, ethics approval was sought and gained from 
the researcher’s institutional ethics board (HREC #2018/150) and the relevant State 
Education agencies (Queensland Department of Education #550/27/2028; Association 
of Independent Schools NSW through the school, Tasmania Department of Education 
#2019-53). None of the school-university partnerships in the multiple-case study were 
affiliated with the researcher’s institution (University of Wollongong), giving the 
researcher an outsider’s perspective for all four cases (Stake, 2006).   
While each of the four schools involved in this study was in a typical school-
university partnership (as informed by Zeichner’s (2010) third space theory), there was 
a wide variety in the school environments and demographics (see Table 1), as well as 
the enactment of their school-university partnership. This contextual diversity of cases 
selected allowed replication across the cases to enhance the reliability of the findings 
and the depth of insight (C. A. Anderson et al., 2014; Yin, 2016). This also enabled the 
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study to capitalise on the function of multiple-case study design and increase confidence 
in the quintain findings (Vohra, 2014; Yin, 2016). 
Table 1 
























































520 (1150 total) 
students a 
115 teachers 
IRSAD b of 
school 














Public Public Public Private 
IRSAD b of 
university 
4/10 6/10 2/10 9/10 
Length of 
partnership 
4 years 5 years 20+ years 7 years 
Partnership 
activities 
• GU PSTs 
volunteering at 
GS throughout 
the school year 
• GS exclusively 
accepting PSTs 
from GU for 
PEx 
• KS hosts 200 
PSTs on PEx 
(70 from KU) 
per year 
• KU PSTs are 
targeted for 
employment 
• Early Career 
Teacher (ECT) 
• ES hosts EU 





• EU PSTs 
create and 
teach HPE 
• BU PSTs 
volunteer at BS 
throughout the 
school year 
• BS teachers 
lead BU 
tutorials in ITE 
• BS hosts BU 
PSTs on PEx; 
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• Videos of GS 
staff discussing 
their practices 
used in GU 
coursework 
Mentoring 
Program at KS, 
including 
supervising 
PSTs on PEx 
• Community of 
practice with 
KS and KU 
staff 
• KU Advisory 
Group 
lessons (at EU) 
and Science 
lessons (at ES) 
to ES students  





Week event  
BS.E1 is the 
school-based 
PEx liaison for 
the region 
a Bottlebrush Independent School (BS) is a K-12 school with 1150 students in total, however the 
partnership in question was connected to the Primary (K-6) section of the school, which has 520 
students. 
b The Index of Relative Socio-economic Advantage and Disadvantage (IRSAD) is a measure of 
“people’s access to material and social resources, and their ability to participate in society” 
(Australian Bureau of Statistics [ABS], 2016, n.p.). A low score indicates relatively greater 
disadvantage and a lack of advantage in general (such as many households with low incomes and few 
households with high incomes), while a high score indicates a relative lack of disadvantage and 
greater advantage in general. 
Rich descriptions of each case’s context based on interview responses in conjunction 
with statistical information (ABS, 2016; Australian Curriculum, Assessment and 
Reporting Authority [ACARA], 2019) can be found in Chapters 6-9 (Luo, 2015; 
Roxburgh et al., 2012). All names provided in this chapter, and the rest of the thesis, are 
pseudonyms drawn from native flora (e.g., Grevillea Primary School) or codes (e.g., 
GS.T1, which refers to Teacher 1 from Grevillea Primary School). 
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4.4 Data Collection 
The main form of data collection for this study was interviews conducted with various 
staff members from each school in the study. These were conducted either individually 
(with a member of the school executive staff; with the in-school co-ordinator of the 
school-university partnership; or, in some instances, with a teacher involved in the 
school-university partnership) or in a group (with teachers involved in the school-
university partnership). While suggestions were made by the researcher regarding the 
logistics of these interviews (e.g., prefer to interview either the school executive or in-
school co-ordinator first; happy to conduct a group interview with teachers), the final 
decisions were left up to the school staff. This arrangement minimised the effect of any 
potential power dynamics and the impact on the school’s schedule, while maximising 
the quality of the data collected (Millis, 2004; Robinson, 2014). 
For all interviews, semi-structured interview questions informed by the RAA 
(Fishbein & Ajzen, 2010) were used to elicit participants’ attitudes, their perceptions of 
the social norm, and their perceived behavioural control with regards to the given 
school-university partnership (see Appendix E). A mix of open-ended questions (e.g., 
“What do you think about your involvement in the school-university partnership?”) and 
four short written activities (e.g., “Write down a word or short phrase that comes to 
mind when thinking about the school-university partnership.”) were used in each 
interview (see Figure 9 and Appendix E). The interviews with the executive staff 
members and the in-school co-ordinators also included questions about the context of 
the partnership, which informed the rich descriptions provided in Chapters 6-9. 
The written activities provided participants with the opportunity to document 
their thoughts and reflect personally prior to sharing responses in the interview (Dewar, 
2014; Millis, 2004). The researcher asked participants to elaborate on these written 
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notes during the interview, and then collected the notes for analysis (Millis, 2004). 
During group interviews, participants were asked to complete Written Task #1 (“Write a 
word or short phrase that comes to mind to describe the school-university partnership.”) 
and Written Task #2 (“How supportive are you of the partnership?”) independently 
before sharing their responses with the interviewer and the rest of the group. This 
enabled each participants’ view in these initial questions to be captured individually 
prior to further discussion as a group (Guest et al., 2017). Later in the group interviews, 
collaboration was encouraged with 1-2 peers when completing Written Tasks #3 and #4, 
where participants were asked to brainstorm and rank factors that help or hinder their 
involvement in the school-university partnership. This facilitated additional discussion 
in the free-listing tasks (Written Tasks #3 and #4), first with peers and then shared with 
the interviewer (Guest et al., 2017). 
4.5 Participants 
Purposive sampling techniques were employed to recruit suitable participants from the 
selected case schools (Bryman, 2016; King et al., 2019). Invitations to participate in the 
research study were extended to school staff through informational flyers (provided by 
the researcher) and emails (sent by the researcher and by the school contact) (see 
Appendix F). A stratified sample was targeted to capture the perspectives of school 
executive staff (e.g., GS.E1), in-school co-ordinator (e.g., GS.C1), and teachers (e.g., 
GS.T1, GS.T2, etc.) involved in the school-university partnership (Robinson, 2014; 
Stake, 2006). This multi-pronged approach allowed the findings of each case to be 
representative of the different categories of people involved, further illuminating what 
motivates involvement in a school-university partnership from a range of perspectives 
(Robinson, 2014; Stake, 2006). 
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A total of 23 participants were involved in this study (see Table 2). Some cases 
had a relatively large number of participants (e.g., seven participants in the GS-GU 
case), while others had fewer participants (e.g., four participants in the BS-BU case). 
This reflects the number of school staff who expressed an interest in the research study, 
as no interested staff from the selected case schools were excluded from participating. 
The number of participants may also have been impacted by the size of the school, and 
the number of staff involved in the school-university partnership activities. Further 
participant details are provided by case in Chapters 6-9. 
Table 2 
















Maintaining oversight of the partnership; 








Main contact between school and university; 
co-ordinating PSTs while at the school in 







Supervising and mentoring PSTs while at the 
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Main contact between school and university; 
maintaining oversight of the partnership and 
its activities; establishing partnerships to suit 
the needs of the school; co-ordinating PSTs 







Facilitating a community of practice with the 
university and senior teachers; supervising 













Supervising and mentoring PSTs on PEx; 




















Supervising and mentoring PSTs on PEx (as 
an ECT) 





Maintaining oversight of the partnership; 








Main contact between school and university; 















Co-leading one of the partnership activities; 
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Maintaining oversight of the partnership and 









Main contact between school and university; 








Lecturer and tutor within the PSTs’ BU 
subjects; supervising and mentoring PSTs 






Supervising and mentoring PSTs while at the 
school for various activities 
4.6 Data Analysis 
The ‘case-quintain’ view served to support the data analysis phase of this study, 
encouraging a balanced examination of both the parts and the whole (Stake, 2006) (see 
Figure 10, above). The data analysis processes used at the case level (Section 4.6.1) and 
at the quintain level (Section 4.6.2) are detailed below. 
4.6.1 Case-Level Data Analysis 
The first level of data analysis was at the case level (see Figure 11). Within each case, 
all interviews were manually transcribed by the researcher. The transcriptions, as well 
as participants’ responses to the four writing activities, were loaded into NVivo 12 
software for analysis. This tool was used to facilitate the analysis of the data (Robins & 
Eisen, 2017). 
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Figure 11 
Visual Representation of the Case-Quintain View, Focusing on the Case Level 
Prior to coding, the researcher (under her supervisors’ guidance) created a provisional 
template for analysis informed by the key tenets of the reasoned action approach 
(Fishbein & Ajzen, 2010; Robins & Eisen, 2017), as follows: 
• Demographic information 
• Context of the school-university partnership 
o Activities of the partnership 
• Description of the partnership  
o How supportive they are of the partnership  
• Motivations for involvement in the partnership 
o Attitude 
o Social norm 
o Behavioural control 
▪ Factors that help/support their involvement 
▪ Factors that hinder/prevent their involvement  
• Other/miscellaneous 
Constant comparison analysis was then employed to code sections of text (phrases, 
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sentences, and paragraphs) to appropriate descriptors or ‘nodes’ (Leech & 
Onwuegbuzie, 2011; Nowell et al., 2017). In this way, inductive themes emerged within 
the a priori themes listed above (King, 2004; Leech & Onwuegbuzie, 2007). The 
provisional template was adjusted through this process, with nodes consolidated and re-
classified as necessary (King et al., 2019). 
Within each case, the researcher sent summaries of her initial interpretations, 
along with interview transcripts, to each participant for member checking purposes. All 
participants were given the opportunity to assess the accuracy of the interpretations and 
provide clarification when necessary (Koelsch, 2013; Leech & Onwuegbuzie, 2007). 
This step improved the validity of the study by ensuring the researcher had an accurate 
understanding of the participants’ worldview and allowed participants to “have partial 
control over their represented selves” (Koelsch, 2013, p. 171). 
The participants’ responses to Written Task #3 (Brainstorm and rank the things 
that help or support your participation in the partnership) and Written Task #4 
(Brainstorm and rank the things that hinder or prevent your participation in the 
partnership) were inductively coded within the behavioural control section of the 
analysis template for each case. These coded responses were then allocated values 
according to the priorities given by the participants within the interview – Priority 1 was 
allocated 4 points, Priority 2 was allocated 3 points, and Priority 3 was allocated 2 
points. Any additional factors that participants documented but did not rank in their top 
three priorities were given one point. For instance, in Written Task #3 GS.E1 wrote 
“Good relationships/stable relationships of uni [university] staff being responsive to 
our needs” and ranked it as her top priority. This response was coded under the theme 
‘Positive relationships’ and assigned the value of 4 points. Once this process was 
completed, the data could be represented visually (see Figure 12). By analysing the 
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qualitative data in this manner, the most important issues for participants were revealed 
and the researcher’s interpretations were confirmed by the data (Millis, 2004; Tobin & 
Begley, 2004; Verdinelli & Scagnoli, 2013). Further analysis and interpretation of 
Figure 12 is provided in Section 6.4.3. 
Figure 12 
Annotated Visual Representation of GS Participants’ Responses to Written Task #3 
 
Some participants listed multiple factors in Written Task #3 or Written Task #4 that 
were coded to the same theme. For instance, ES.C1 listed “[EU] ‘listen’” as Priority 2 
(3 points) and “Invited to share ideas with actual stakeholders → can bring about 
change” as Priority 3 (2 points). Both of these responses were coded to the theme 
‘Opportunities to voice feedback’, meaning a total of 5 points for ES.C1 under that 
theme. Instances of two responses falling into the same theme are marked on the 
resulting graph (see Figure 13). Further analysis and interpretation of Figure 13 is 














GS.E1’s top priority response, 
“Good relationships/stable 
r lationships of uni staff being 
responsive to our needs,” coded to 
the ‘Positive relationships’ theme 
and assigned the value of 4 points. 
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provided in Section 8.4.3.  
Figure 13  
Annotated Visual Representation of ES Participants’ Responses to Written Task #3 
It is worth noting that the BS participants did not indicate priority levels for factors 
mentioned in Written Tasks #3 and #4. As a result, the researcher chose to allocate 1 
point to all responses when generating the graphs in this case (see Figure 14). Further 
analysis and interpretation of Figure 14 is provided in Section 9.4.3.  
  






Opportunities to give feedback to EU
Relationships with uni






ES.C1’s responses, “They listen” 
(Priority 2 = 3 points) and “Invited to 
share ideas with actual stakeholders 
→ can bring about change” (Priority 
3 = 2 points) both coded to the 
‘Opportunities to voice feedback' 
theme, for a total of 5 points.  
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Figure 14 
Annotated Visual Representation of BS Participants’ Responses to Written Task #3 
The techniques discussed above were employed consistently for each case and 
facilitated the in-depth understanding of each case in its own right (Stake, 2006). 
4.6.2 Quintain-Level Data Analysis 
Once the ‘case’ phase of analysis had been undertaken, cross-case synthesis was utilised 
to build a picture of the ‘quintain’ (Stake, 2006; Yin, 2016) (see Figure 15). This 
process involved returning to the raw data and applying close reading techniques to 
discover new connections within and between all four cases. 
  














BS.E1, BS.C1, BS.T1, and BS.T2 
listed factors that support their 
involvement in the BS-BU 
partnership. However, these 
participants did not indicate their 
priority rankings for these factors. 
Therefore, all items listed were 
assigned a value of 1 point each. 
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Figure 15 
Visual Representation of the Case-Quintain View, Focusing on the Quintain Level 
Close reading is about “paying attention to what was said and how it was said to 
increase our understanding” (Manarin, 2018, p. 100). It is a practice commonly used in 
the Arts and Humanities fields and involves “both stepping back and looking closely” 
(Brookman & Horn, 2016, p. 250) at the meaning conveyed through language, whether 
spoken or written, conversational or crafted (Bernstein, 2018; Chick, 2013; Manarin, 
2018). This approach was determined to be appropriate for the quintain analysis in this 
study to cross-examine the case findings and “step back from [the researcher’s] own 
preconceptions and to be open to new ways of thinking and understanding” (Brookman 
& Horn, 2016, p. 250). It involved multiple rounds of listening to each interview 
recording and reading along with the interview transcripts within two coding phases: 
reading with the grain and reading against the grain (Fisher & Frey, 2014; Manarin, 
2018). 
Reading with the grain, as Manarin (2018) explains, “means reading as the 
writer hoped the reader would, trying to understand what the writer wanted the reader to 
see in his or her own terms” (p. 103). When listening to the interview recordings and 
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annotating the transcripts, reflective prompts were considered as part of the “systematic 
process of reading, interpretation, and criticism” (Chick, 2013, pp. 22-23): 
• Reading: What does it say? What are the facts? 
• Interpretation: What does it mean? What inferences can be drawn from the 
facts? 
• Criticism: So what? What applications does it suggest? What theory does it 
generate or challenge? 
As this process was completed for each interview, the annotations were consolidated 
into notes for later analysis. The order in which the interviews were coded was 
intentionally mixed, rather than grouping them by case (as had been done for the 
previous case-level analyses), to facilitate a refreshed exploration of the data (Brookman 
& Horn, 2016; Chick, 2013). As all interviews were coded for reading with the grain in 
relatively quick succession over a period of 4 weeks, common phrases across cases such 
as “I think that’s my job,” and “If we didn’t have [X], the partnership wouldn’t 
happen,” became more obvious than they had been previously. 
Once all interviews had been read with the grain, the process of reading against 
the grain began. Manarin (2018) describes reading against the grain as “a type of 
resistance reading, considering the unexamined assumptions, contradictions, or silences 
of an artifact” (p. 103). This technique can mitigate the effects of confirmation bias by 
helping researchers to avoid the trap of finding exactly what they were looking for in 
the first place (Ciccone et al., 2008). A process similar to that of reading with the grain 
was followed, with the following prompts drawn from Chick (2013) and Manarin 
(2018): 
• Intentional fallacy: Have I come to conclusions based on what I think the 
participant means, rather than on what they actually say? 
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• First person narrative: Is the participant reliable? Can what they are saying be 
verified? The participant may believe [X] to be true, but can this be 
substantiated? 
• Dramatic irony: Is there a gap between what I understand about this topic and 
what the participant understands? 
• Criticism: What other logical interpretations can be made of the data? 
Reading against the grain provided a valuable opportunity to interrogate each data 
source and triangulate assertions from different participants (particularly between those 
in different participant categories – executive, in-school co-ordinator, and teacher) to 
confirm or refute the comments of one participant as being representative of the whole 
case (Stake, 2006; Yazan, 2015). For instance, when considering leaders’ expectations 
of teachers’ involvement in partnership activities, the declaration from the executive or 
in-school co-ordinator that all teachers are encouraged (but not forced) to participate 
could be weighed against the teachers’ own statements. To avoid tunnel vision during 
this process, the order of the interviews was again mixed while coding against the grain. 
However, to illuminate the intra-case links and triangulation opportunities, the 
annotations from this phase were consolidated by case (rather than by interview) for 
later analysis. 
The annotations from the two coding phases – reading with the grain and 
reading against the grain – were then imported into NVivo and sorted by the researcher 
into nodes (Leech & Onwuegbuzie, 2011; Paulus et al., 2017). Three top-level themes 
relating to participants’ motivation for being involved in a school-university partnership 
emerged: 
• Nature of the partnership (including depth and breadth of the partnership, 
initiating parties, and relationships) 
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• School culture (including leadership structures and school context) 
• Commitment to the profession (including a responsibility to be actively 
involved in the profession, and the cycle of benefits associated with the 
partnership) 
Similar themes had emerged in the case-level data analysis process. However, because 
the researcher returned to the raw data for the quintain-level data analysis, some of the 
examples within a given theme in Chapter 10 may not have been mentioned in the 
associated case chapter (Chapters 6-9). For example, the sub-theme of ‘leaders’ is not 
explicitly discussed in the KS case findings (Chapter 7). Upon returning to the raw data 
and considering the connections between and among the cases, relevant data from KS 
participants under the sub-theme of ‘leaders’ were identified and discussed in the 
quintain findings (Chapter 10). A summary of themes and sub-themes by chapter is 
presented in Appendix G. 
Because “close reading constructs meaning…[and] the act of writing shapes 
[the] results” (Manarin, 2018, p. 104), the process of quintain analysis continued as the 
researcher made sense of the emerging themes, explored further literature related to the 
themes, and communicated her interpretations with her supervisors and through writing 
and revising Chapter 10. As suggested by Manarin (2018), the quintain findings and 
discussion have been combined in Chapter 10 because this “organisational pattern… 
allows me to show and tell my reader my interpretations… I want to give my reader the 
chance to see what I saw, but I also want to explain the inferences I drew from 
[analysing participants’ responses]” (p. 104). Connections within and between all four 
cases as well as links to academic literature have been made to begin generating 
assertions about the issue at large (Stake, 2006). It is from these assertions that 
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recommendations (mediated by considerations of context) have been provided to inform 
school-university partnerships beyond the realm of this study. 
4.7 Limitations  
While every effort has been taken to ensure a rigorous study with reliable findings, there 
are by necessity some limitations to this study. Discussion of the validity and reliability 
of this study, its sampling techniques, and data collection strategy is given in detail in 
Sections 11.3.1-3. The ways that these limitations highlight opportunities for future 
research in this area are also explored in Section 11.3.1-3. 
Chapter Summary 
This chapter has presented the multiple-case study design for this qualitative study. It 
has discussed the theoretical frameworks and their application – third space (Zeichner, 
2010), which has been used to define the school-university partnerships suitable for the 
study, and the reasoned action approach (Fishbein & Ajzen, 2010), a motivational 
theory that has guided data collection and analysis. The deliberate case selection process 
has been explained, and details of the context and participants within each case have 
been overviewed. The data collection process has been provided, along with details of 
how the data have been analysed at both a case and quintain level. The results of these 
analyses are presented in the forthcoming chapters: in overview in Chapter 5, 
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This chapter presents an overview of participants’ perspectives across the four cases in 
the multiple-case study. It was written for a professional audience and has been 
published in an Australia-wide open access professional journal (Teacher Magazine) to 
give school-based practitioners easy access to the broad findings of this study (Green, 
Tindall-Ford, & Eady, 2020b).  
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5.1 Background 
Close connections between schools and universities have been advocated by education 
researchers and policymakers globally (Darling-Hammond, 2017; Teacher Education 
Ministerial Advisory Group [TEMAG], 2014). The way that collaborative school-
university partnerships within initial teacher education are implemented, and the 
associated benefits and challenges, have been explored in research literature (Green, 
Tindall-Ford, & Eady, 2020a). But, what motivates school staff to be involved in these 
partnerships? 
To understand more, we spoke with 23 teachers and leaders at four schools 
around Australia. The participants in our study demonstrated that establishing a 
partnership that suits your school’s needs can enhance the quality of teachers, university 
programs and educational research, with far reaching impacts on students now and into 
the future. Here is an overview of each school’s partnership experience and some of the 
comments from staff (institutions and schools have been de-identified). 
5.2 Overview of Cases 
5.2.1 Grevillea Primary School and Grey Gum University 
Grevillea Primary School is a government K-6 school in a major city in Queensland. It 
has partnered with Grey Gum University since 2014, when the school executive 
approached a university academic to discuss their concerns about the career readiness of 
pre-service teachers. The activities of this partnership include pre-service teachers 
volunteering at the school, and videos of school staff discussing their practices being 
incorporated into the university’s initial teacher education programs. 
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Grevillea PS staff involvement in the partnership is grounded in their 
commitment and sense of moral responsibility to the teaching profession. As one 
teacher declared: “It’s our obligation to make sure that the next generation of teachers… 
are good, and they’ve got the skills they need.” 
The collegial school culture is, as the principal noted, linked to their “strong 
pedagogical framework,” with another teacher making clear that because of this 
pedagogical framework “we see that responsibility [to mentoring] not just in our own 
staff, but then for the… next generations [of teachers] coming through.” Ultimately, as 
the in-school coordinator stated, the partnership “is about outcomes for kids.” 
5.2.2 Kangaroo Paw High School and Koala Fern University 
Kangaroo Paw High School is a large government Year 7-12 school located in a major 
city in Queensland that has partnered with four local universities, including Koala Fern 
University. This partnership was initiated five years ago when the deputy principal of 
the school approached the university to discuss the school’s ongoing need for staff. The 
aim of the partnership is to support pre-service teachers, employ graduate teachers, and 
advance their early teaching careers. 
Within the partnership, the school hosts 200 pre-service teachers each year (70 
from Koala Fern University) for Professional Experience placements, supports early 
career teachers to mentor pre-service teachers, has developed a community of practice 
among senior teachers and university academics, and provides advice and feedback into 
initial teacher education programs through an industry advisory group. 
Kangaroo Paw HS staff’s involvement is aligned with the school’s deliberate 
strategy related to ongoing staffing needs. The staff have a clear desire to contribute to 
the continual improvement of the teaching profession, with one teacher commenting 
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that the partnership is “very mutually beneficial. It helps grow our profession, it keeps 
people [at the school and at the university] on their toes and up to date with things that 
are happening.” As another teacher mused: “the beauty of [the school] being so big, it 
does have the opportunity” to implement activities across the whole career spectrum. 
5.2.3 Eucalyptus Primary School and Emu-Bush University 
Eucalyptus Primary School is a government K-6 school located in an inner regional area 
of Tasmania that has partnered with Emu-bush University. The dynamic connections 
between these two institutions have been sustained over three decades. The current 
partnership encompasses a range of activities, including pre-service teachers developing 
and teaching lessons to school students on both the school and university grounds, and 
an annual Harmony Week event. 
Eucalyptus PS staff’s involvement is sustained by their established school 
culture and supportive leadership. As the school principal reflected: “There’s definitely 
a culture of, ‘This is what we do’.” They are driven by a desire for their students to 
develop aspirational goals of further education, with the in-school coordinator noting 
that the partnership makes university more familiar and accessible, so that school 
students now say “‘When I go to uni’ rather than ‘if’.”  
Being able to immerse pre-service teachers in the complexities of the teaching 
profession throughout their initial teacher education was also a motivating factor, as one 
teacher made clear: “It’s really because we want them to be good when they [enter the 
workforce]. There’s nothing worse than being out unprepared.” 
5.2.4 Bottlebrush Independent School and Banksia University 
Bottlebrush Independent School is a non-government K-12 school located in a 
major city in New South Wales. The K-6 section of the school has partnered with 
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Banksia University. The partnership began seven years ago when an academic and 
teacher began discussing how they could facilitate pre-service teachers to spend more 
time in classrooms. Within the partnership, pre-service teachers volunteer at the school, 
and some university tutorials are led by school staff, in addition to the deputy principal 
providing professional learning to pre-service teachers during Professional Experience 
placements. 
Bottlebrush Independent School staff’s involvement is sustained by a school 
culture that the in-school coordinator acknowledged was “highly supportive” of the 
partnership. The benefits that school staff have witnessed also motivate involvement, 
with one teacher explaining that the partnership “encourages best practice” from 
teachers because “you have someone else that you want to show the best of the best to.” 
Taking a broader view, the deputy principal stated: “It’s not just about some benefit to 
[this] school. You have to look at it as the profession.” 
5.3 Conclusion 
The teachers and school leaders in our study have made clear that their motivation to 
partner with their local university is intrinsically connected to their commitment to the 
teaching profession. They firmly believe that those in the profession have a 
responsibility to it, and we suspect that you, as a reader of Teacher Magazine, also hold 
this view! School-university partnerships support the whole spectrum of the profession, 
from pre-service teachers to in-service teachers to educational researchers. 
We found that, while there were challenges encountered in all four partnerships 
– including the time required to implement activities, difficulties with the timing of 
those activities, and communication issues between institutions – in each case these 
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were outweighed by the benefits that the teachers and leaders identified at the 
individual-, school-, and profession-wide level. 
Importantly, each partnership embraced a balance of power and shared respect, 
which participants noted was key to their involvement. Supportive school cultures and 
strong leadership provided the foundations for these partnerships to overcome any 
barriers. 
If you are interested in developing a school-university partnership, we encourage 
you to start a conversation with people at your local university. 
Chapter Summary 
This chapter has presented an overview of the four cases in the multiple-case study. 
Intended for a professional audience, this chapter and its associated publication (Green, 
Tindall-Ford, & Eady, 2020b) gave school-based practitioners easy access to the broad 
findings of the study. As a thesis chapter, this overview has given a brief preview of the 
in-depth discussions that follow in Chapters 6-10. 
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I feel it’s my ethical responsibility to make sure that we do pass the baton on, and 
that [pre-service teachers] … are definitely inspired by what they see and want to be 
in [the teaching profession] for the long haul.  (Principal at Grevillea 
Primary School – GS.E1) 
 
Chapter Overview 
The purpose of this chapter is to share the findings from the school-university 
partnership between Grevillea Primary School (GS) and Grey Gum University (GU). In 
this case, participants’ involvement was grounded in their commitment to the teaching 
profession, coupled with the strong professional learning culture of their school. This 
chapter of the thesis has been published as a peer-reviewed book chapter in Teacher 
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6.1 Context of Grevillea Primary School and Grey Gum 
University 
Grevillea Primary School (GS) is a government primary school in a major city in 
Queensland. It has 700 students between Prep and Year 6, and 59 teaching staff 
(Australian Curriculum, Assessment and Reporting Authority [ACARA], 2019). The 
school is located in an area of relative advantage, with a score of 8 out of 10 on the 
Index of Relative Socio-economic Advantage and Disadvantage (IRSAD) (Australian 
Bureau of Statistics [ABS], 2016). Relative socio-economic advantage and disadvantage 
is broadly defined “in terms of people’s access to material and social resources, and 
their ability to participate in society” (ABS, 2016, n.p.). 
GS’s partner university, Grey Gum University (GU), is a research-intensive 
institution with a campus located 23km (a half hour drive) from GS. It is in an area of 
relative disadvantage, with an IRSAD score of 4 out of 10 (ABS, 2016).  
6.2 Context of the GS-GU Partnership 
The partnership between GS and GU began in 2014, when the principal and deputy 
principal at GS noticed that the pre-service teachers (PSTs) coming to their school for 
Professional Experience (PEx) placements did not seem ready for the teaching 
profession. They began a conversation with the Director of PEx at GU, who suggested 
that they collaborate to implement a program that GU had run in other regions. The 
program consisted of PSTs volunteering in a partner school throughout the school year 
while they complete the final year of their initial teacher education (ITE) degree. When 
the GS leadership team visited GU to learn about the program, they recognised a 
synergy between the philosophy of the program and that of their school. The program 
has now run at GS for two years, with a total of 8 PSTs selected to partake so far.  
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In addition to running the PST volunteer program, GS also decided to 
exclusively accept PSTs from GU for PEx. Ordinarily, a school may take PSTs from a 
range of universities in their local area for PEx placements. Instead, GS accepts only 
GU students, which has simplified the logistical demands associated with PEx 
placements and facilitated a close relationship between the school and university.  
The activities of this partnership also take place in the university setting, as GU 
staff have recorded videos with GS teachers discussing various aspects of the teaching 
profession and their teacher practice. These videos are made available to all GU PSTs as 
part of their ITE course material. 
6.3 Participants in the GS-GU Case 
The participants in this case were the school principal (GS.E1), the in-school co-
ordinator (GS.C1), and five teachers (GS.T1-T5) (see Table 3). The codes GU.A1 and 
GU.A2 are also used to denote the two GU academics involved in the partnership 
(although these individuals were not participants in this research project). 
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Table 3 


















Maintaining oversight of the 
partnership; driving the direction 









Main contact between school and 
university; co-ordinating PSTs 









Supervising and mentoring PSTs 





















Supervising and mentoring PSTs 
while at the school; involved in 






Supervising and mentoring PSTs 







Supervising and mentoring PSTs 
while at the school; involved in 






Supervising and mentoring PSTs 
while at the school; involved in 
PST volunteer program and PEx 
Individual interviews were held with GS.E1 and GS.C1, and a group interview was 
conducted with GS.T1-T5. When completing Written Tasks #3 and #4, two smaller 
groups were formed in the group interview (GS.Gr1 and GS.Gr2) to facilitate discussion 
when recording ideas. These arrangements minimised the effect of any potential power 
dynamics, while maximising the quality of the data collected (Millis, 2004; Robinson, 
2014). 
In all interviews, semi-structured interview questions informed by the reasoned 
action approach (RAA) (Fishbein & Ajzen, 2010) were used to elicit participants’ 
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attitudes, their perceptions of the social norm, and their perceived behavioural control 
with regards to the GS-GU partnership (see Figure 16). Further details regarding the 
methods followed for data collection and case-level data analysis can be found in 
Sections 4.4 and 4.6.1. 
Figure 16 
Use of the Reasoned Action Approach in the GS-GU Case 
Attitude 
• Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written Task #1] 
• How supportive are you 
of the partnership?  
[Written Task #2]  
o Extremely supportive  
o Very supportive  
o Moderately 
supportive  
o Slightly supportive  
o Not supportive  
• What do you see as the 
main benefits of the 
partnership? 
• What do you think about 












• What expectations do you 
have of your staff to be 
involved in the 
partnership?  
• Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 
Behavioural Control 
• Were you given the choice 
to participate in this 
partnership?  
• Did you give your 
colleagues the choice to 
participate in the 
partnership?  
• Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #3] 
• Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #4] 
Intention 




Activities within the GS-GU partnership: 
• GU PSTs volunteering at GS throughout the school year 
• GS exclusively accepting PSTs from GU for PEx 
• Videos of GS teachers discussing their practice used in GU coursework 
[motivates] 
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6.4 Results 
The results are presented below, organised according to the tenets of RAA (Fishbein & 
Ajzen, 2010). Findings relating to the participants’ attitudes are presented first, drawn 
from all participants’ responses to the first two written tasks and additional open-ended 
interview questions (Section 6.4.1). This is followed by participants’ perceptions of the 
social norm, drawn from all participants’ responses to relevant open-ended interview 
questions (Section 6.4.2). Finally, findings related to the participants’ perceived 
behavioural control are presented, drawn from all participants’ responses to the final 
two written tasks and additional open-ended interview questions (Section 6.4.3). 
6.4.1 Attitude 
At the start of each interview, participants were invited to write down a word or short 
phrase to describe the GS-GU partnership (Written Task #1), as well as to rate their 
level of support for the partnership (Written Task #2) (see Table 4). The participants 
described the school-university partnership as supportive and mutually beneficial. All 
participants indicated that they were extremely supportive of the partnership. 
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Table 4 
GS Participants' Descriptions of, and Levels of Support for, the GS-GU Partnership 
Code 
(Participant category) 
Description of GS-GU 
partnership 
(Written Task #1) 
Level of support for 
GS-GU partnership 
(Written Task #2) 
GS.E1 
(school executive) 
Mutually beneficial Extremely supportive 
GS.C1 
(in-school co-ordinator) 
Supportive learning Extremely supportive 
GS.T1 
(teacher) 
Supportive Extremely supportive 
GS.T2 
(teacher) 
Invaluable Extremely supportive 
GS.T3 
(teacher) 
Deliberate Extremely supportive 
GS.T4 
(teacher) 
Rewarding but also hard work Extremely supportive 
GS.T5 
(teacher) 
Three way partnership 
(teacher/student/uni) – supporting 
one another 
Extremely supportive 
Elaborating on their attitudes about their involvement, the participants discussed their 
sense of professional obligation to build and develop the next generation of teachers. 
Their views were informed by the ageing workforce and high attrition rates of early 
career teachers. GS.T4 commented, “As we age and start to retire, we want to make sure 
there’s people there to hold the baton and take it on for the next generation.” Similarly, 
GS.E1 declared that it is her “ethical responsibility to make sure that we do pass the 
baton on, [so that PSTs] are definitely inspired by what they see, and want to be in it for 
the long haul.” For GS.C1, being involved in the partnership gave the opportunity to be 
a part of “shaping pre-service teachers to be quality educators.” Part of this professional 
obligation, GS.E1 and GS.C1 recognised, included having difficult conversations with 
PSTs who perhaps were “not going to make it” (GS.E1) in the teaching profession. The 
ultimate goal of this responsibility to the profession for all participants was clear: to 
ensure good outcomes for school students both now and into the future.  
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Each of the teachers spoke highly of the partnership and described being 
involved as a positive experience. GS.T5 recognised that the PSTs “bring new things 
into the classroom that I couldn’t offer” and provided opportunities for the teachers to 
reflect on their practice. GS.T4 valued the collegial discussions she continued to have 
with a former PST as a result of the partnership. GS.T5 noted that “every year level… 
has a pre-service teacher, if not two,” and interpreted this as “a pretty good indication 
that people are willing across the school… to be part of the program.” It was clear 
through these comments that the teachers had positive attitudes about their involvement 
in the partnership. 
6.4.2 Social Norm 
GS had a strong culture among its staff regarding sharing their teaching practice with 
one another, based on Marzano’s (2007) pedagogical framework. This framework was 
introduced by GS.E1 when she started at GS and has been established as a consistent 
whole school approach. It was championed by the school leadership, leading GS.T5 to 
determine that the school leaders “see the value in us [teachers]… sometimes it needs 
someone else to point out those things they’re seeing in you.” Furthermore, it was 
manifested in the teachers’ regular practice – “We’re not afraid to step across year 
levels and say, ‘Oh, I really like what you’re doing’” (GS.T2). This openness to sharing 
and discussing their teaching practices extended to teachers’ interactions with PSTs. As 
GS.T4 described,  
Because of our coaching and mentoring model, we see that responsibility not just 
in our own staff, but then for the… next generations coming through. … It’s 
already there that it’s a given that we’re going to be doing that. I don’t know that… 
a lot of schools have pedagogical frameworks like that. 
This comment reinforced GS.T4’s commitment to developing the next generation of 
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teachers, with this sense of responsibility to the profession echoed by other participants. 
Significantly, it also showed how the idea of learning from and coaching not only their 
colleagues but also any PSTs they interact with had become normalised at GS. 
Developing PSTs through the school-university partnership was thereby an extension of 
(rather than additional to) the teachers’ everyday practices. 
The enduring school culture at GS, where it was standard practice that teachers 
work alongside one another to encourage and support quality teaching practices, was 
reflected in the expectations of GS.C1 and GS.E1 regarding their teachers’ involvement 
in the partnership activities. Both mentioned that while they don’t have a quota for how 
many teachers should be involved, the whole staff team “know that this is what we do, 
and it’s [GS.E1] and my agenda to keep an alliance with GU and produce high-quality 
pre-service teachers” (GS.C1). GS.C1 and GS.E1 supported a flexible approach, 
recognising that there are some teachers who may not want to be involved (such as 
those who have had a recent negative experience with a PST), as well as some teachers 
that they do not want involved (including early career teachers who are just establishing 
themselves). GS.E1 was pleased with the willingness of GS teachers, saying that 
occasionally they have more spaces available than GU PSTs coming in.  
The impact of GS leaders championing this collegial culture was further 
evidenced when GS.T1 contrasted GS with her experiences at other schools, noting that 
“the difference here is that the culture has been built [by the school leaders] around the 
fact that having a pre-service teacher is a very positive experience. You will be very 
well supported, and… it’s what we do.” It was evident that there was alignment 
between the expectations of the school leaders and the experiences of the teachers with 
regards to being involved in the school-university partnership. 
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To probe further the perceived social norms regarding their involvement, 
participants were asked whether they see school-university partnerships as being 
normal, or unusual, beyond their school. In response, GS.C1 recognised other schools in 
their area who accept PSTs for PEx placements, and GS.E1 named a principal of a 
nearby secondary school who is developing pathways for her students to higher 
education by establishing a partnership with a university. Conversely, the active 
involvement and partnership that GS has with GU was perceived to be an uncommon 
venture by GS.E1 and several of the teachers. GS.T2 viewed the partnership as “sort of 
futuristic”, echoing GS.T4’s comment that “we probably do more than most other 
schools from my experiences at other schools. I think we’re very proactive.” GS.E1 
didn’t know of any other schools “being active like [GS and GU].” GS.T1 and GS.T4 
again noted the impact that GS’s culture has on their involvement, suggesting that GS is 
unique because at other schools “there’s not that positive culture around championing 
[working with the university]” (GS.T4). 
According to GS.C1, there may be more instances of similar partnerships in the 
future, with several schools and universities in the region in the process of formalising 
arrangements and implementing initiatives for a range of purposes. She saw this as a 
relatively new approach, in the last six years or so, as educators begin to look beyond 
their own institutions to “help enhance the education of our students” (GS.C1).  
6.4.3 Behavioural Control 
As discussed in Section 4.6.1, the data from Written Tasks #3 and #4 have been 
represented visually by coding the responses and assigning values based on participants’ 
priorities (see figures below). The visual representation of this data enabled the 
researcher to see the most important issues for all participants and confirmed initial 
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interpretations (Millis, 2004; Verdinelli & Scagnoli, 2013). 
Factors That Help/Support Involvement 
Participants were able to list a variety of factors that they felt supported their 
involvement in the GS-GU partnership (see Figure 17). Some factors were mentioned 
by teachers but not executive staff, such as being able to see the benefits of the 
partnership and the fact that their participation in the partnership was voluntary. 
Conversely, GS.C1 and GS.E1 noted the consistent implementation of the partnership 
activities from year to year, and the opportunities to share knowledge that the 
partnership provided, as supportive factors. The highest ranked items for each group 
was communication (GS.Gr1), the preparedness of PSTs prior to visiting GS (GS.Gr2), 
and positive relationships between GS and GU staff (GS.E1; GS.C1). 
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Figure 17 
Factors That Help/Support GS Participants' Involvement in the GS-GU Partnership 
All participants mentioned clear communication as a factor that supports their 
involvement in the school-university partnership. GS.C1 talked about how the PSTs are 
contacting the school straight away, which she said “could only come from the 
university saying, ‘It would be wise of you to [contact the school]… and say ‘Hello, this 
is who I am’.’” The teachers appreciated the correspondence they received from the 
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university, including having any documents related to PEx provided before the 
placement begins. It was also clear to all participants who they could contact for further 
support if needed – primarily GS.C1 at the school, and GU.A1 and GU.A2 at the 
university. 
The teachers and GS.E1 commented that the PSTs are obviously prepared by the 
university before they visit the school, which participants felt contributed to their own 
positive attitude regarding the partnership. GS.E1 noted that “it’s very obvious, when 
we have that first meeting… [the PSTs] know what they’re coming to, which is great.” 
GS.Gr1’s discussion of supportive factors included GS.T2’s comment that “if [the 
PSTs] were not prepared, we wouldn’t be having this high-level conversation of: We 
feel positive about [our involvement in the partnership].” As a result, they ranked PST 
preparedness as the #2 factor supporting their partnership involvement. 
The most important supportive factor for both GS.E1 and GS.C1 was the 
positive relationship they have with GU.A1 and GU.A2 at GU. This relationship has 
developed over a period of several years, through numerous in-person meetings as well 
as ongoing written communication. It was through this relationship that the partnership 
was first discussed, and it has been a key aspect of the continued implementation of the 
partnership activities. GS.C1 was certain of the strength of the relationship, to the point 
where she could say, “Whenever we ask, [GU.A1] will come.” The stability of the staff 
in these university-based roles, and their responsiveness to the school’s needs, was 
incredibly important to GS.E1. She spoke of how GU.A1 and GU.A2 “get on top of 
things straight away,” saying, “That’s a big support. If they weren’t responsive, we’d be 
going, ‘Well, does anybody care?’ But they do.” 
Another way, from the teacher’s perspective, that GU has shown their care for 
GS is through their demonstrated belief in the school’s expertise. By creating recordings 
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of the teachers discussing their teaching practices, and including these within the PST’s 
coursework, the teachers “feel valued, that [GU] recognises that we know what we’re 
doing and that we are leaders in our field” (GS.T1). GS.E1 noted that there is “good 
support from the university around what we’re about, which makes us want to 
participate.” 
Factors That Hinder/Prevent Involvement 
Identifying factors that hinder or prevent their involvement in the partnership was a 
more difficult task for the participants. As GS.E1 stated, “We’re really comfortable with 
the way it’s conducted… We don’t find many things hinder it, because we believe the 
university is responsive.” Both GS.C1 and GS.T4 emphatically stated that, for them, 
“it’s worth the hard work” (GS.T4).  
When comparing responses to Written Task #4 across participant groups, it is 
apparent that the teachers’ responses were distinct from those of GS.E1 and GS.C1 (see 
Figure 18). The teachers tended to focus on practical concerns that might prevent their 
individual participation for a period (including personal circumstances, or unfortunate 
timing of the PST’s visits). Conversely, GS.E1 and GS.C1 tended to speculate about 
factors that might prevent GS’s participation altogether, such as if it required too much 
time or money. 
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Figure 18 
Factors that Hinder/Prevent GS Participants' Involvement in the GS-GU Partnership 
 
Both GS.Gr1 and GS.Gr2 hypothesised that they, or a colleague, might choose not to be 
involved in the partnership due to their personal circumstances. They recognised the 
practical and emotional toll that supporting a PST can take, acknowledging,  
If you’re in a place personally where you don’t have that time and energy to give, 
GS teachers are pretty good at actually identifying that for themselves and saying, 
“Look, I don’t want to do a half-baked job… I’m not going to be able to give [the 
PST] the best experience right now, so I’m going to sit this one out.” (GS.T1)  
GS.T4 echoed this sentiment, declaring, “If you aren’t there with 100% or 110% to 
give, you’re doing the other person a disservice.” The voluntary nature of their 
involvement was therefore crucial, enabling them to take a step back as they saw fit. 
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The teachers also noted that the timing of the partnership activities might hinder 
their involvement. GS.Gr1 discussed that teachers may be unable to give the PSTs the 
appropriate amount of attention if they visit in the midst of assessments and report 
writing. A similar conflict may occur at the beginning of the year, as GS.Gr2 discussed, 
when the teacher is establishing routines and rapport with their new class. Again, the 
determining factor for the teachers’ involvement was that “you want to set people up for 
success, not for failure, so you need to consider these things” (GS.T4). The fact that the 
PSTs who volunteer at the start of the school year are just observing and assisting where 
needed was “fabulous” (GS.T4).  
In contrast to the hindering factors the teachers identified, related to individuals’ 
involvement, GS.E1 and GS.C1 discussed resources that, if lacking, might prevent GS’s 
involvement in the partnership altogether. The time required of time-poor teachers was 
key for both GS.C1 and GS.E1, although GS.C1 speculated that you could “take pre-
service teacher commitment away…and I would still say that [teachers are time-poor].” 
GS.C1 also considered that GS might need to invest more money into the partnership to 
release teachers from their regular duties to better support PSTs. However, as it stands 
now, these resources are not a hindrance to the GS-GU partnership because “our 
teachers are the resources. Our knowledge is the resource” (GS.C1).  
6.5 Discussion 
The participants in this case have detailed a partnership between Grevillea Primary 
School and Grey Gum University that has, at its core, a dedication to building up the 
teaching profession for the benefit of school students now and into the future (see 
Figure 19). GS staff saw it as their “ethical responsibility” (GS.E1) and “moral purpose 
and professional obligation to make sure that the next generation of teachers that come 
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are good, and they’ve got the skills they need” (GS.T1). This motivated their 
mentorship of PSTs and their involvement in GU coursework.  
Figure 19 
Summary of GS-GU Case Results Aligned With the Reasoned Action Approach 
It was clear that the collegial school culture, established and supported by the school 
leadership, played a crucial role in each participants’ involvement in the school-
university partnership. This aligns with Andreasen et al.’s (2019) assertion that 
“leadership support and trust [is linked to] higher levels of organisational citizenship 
Attitude 
• GS staff are extremely 
supportive of the school-
university partnership 
• They have a sense of 
professional obligation to 
build up the next 
generation of teachers 
• The partnership activities 
are valuable experiences 
for PSTs 
• Involvement in the 
partnership is a positive 
experience for GS staff 
Social Norm 
• A strong school culture 
pervades all aspects of 
GS, including their 
involvement in the school-
university partnership 
• GS leaders expect their 
staff to be involved, but 
understand when they 
decide not to be 
• The school-university 
partnership is seen as 
unusual and futuristic 
(while recognising other 
schools in the area partner 
with universities for a 
range of purposes) 
Behavioural Control 
• Supportive factors 
include: 
o Communication 
o PSTs being prepared 
o Positive relationship 
with responsive GU 
staff 
o GU’s belief in GS’s 
expertise 
• Hindering factors were 
trickier to determine; 
leaders’ responses were 
distinct from teachers’ 
responses 
o Personal circumstances 
o Timing of activities 
o Resources (time and 
money) 
Intention 
GS staff’s involvement in the partnership is grounded in their commitment to the 
profession and sense of moral responsibility, and their strong school culture driven by the 
GS leadership. 
Behaviour  
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and willingness to voluntarily go beyond minimum job obligations” (p. 3). GS teachers 
spoke about the way that GS.C1 and GS.E1 “see value in us… They’re pointing out, 
‘Hey, we love the way you do this’, we’re getting that constant feedback” (GS.T5). 
GS.E1 drove the development of this culture, consistent with Marzano’s (2007) 
pedagogical framework. Along with other leaders at GS (including GS.C1), GS.E1 
established a social norm in which teachers are supported to continually learn from 
others and share their expertise with colleagues and PSTs whenever possible 
(Andreasen et al., 2019; Passy et al., 2018).  
This supportive culture has, according to the teachers, increased both their self 
and collective efficacy with regards to mentoring their colleagues and PSTs. GS.T5 
noted that, because of the affirmation and feedback she and her colleagues receive from 
GS leadership and one another, “we feel good about ourselves, [so] we want to have 
someone in to share.” Research shows that confidence in one’s own capability to 
mentor, and confidence of the same in one’s colleagues, can promote collaborative 
relationships and a commitment to partnering with other teacher educators (Andreasen 
et al., 2019; Donohoo et al., 2018). Importantly, PSTs have been found to have more 
successful experiences in “schools that are characterised by collegial cultures that 
promote professional learning” (Andreasen et al., 2019, p. 33). In this way, the support 
that the GS leaders provide has a flow on effect through the GS staff and on to the PSTs 
they interact with. 
Contemporary global discussions regarding teacher education and school-
university partnerships include the notion that school teachers involved in ITE (as GS 
staff are) should be recognised as teacher educators in their own right (Andreasen et al., 
2019). While none of the participants in this study explicitly identified as school-based 
teacher educators, they did make comments that aligned with this position. For example, 
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when GS.C1 spoke about her reasoning for being involved in the partnership, she stated, 
“To me, it’s shaping pre-service teachers to be quality educators. I think that’s my job. 
… I see that as my job every day with my own staff.” Participants spoke of this as a 
natural extension of their existing teacher identities. This was a less confronting shift 
than has been reported by other Australian teachers involved in school-university 
partnerships (Forgasz, 2016; McDonough, 2014). 
Encouraging school staff to take on a dual role as both teachers and teacher 
educators can cause dilemmas due to conflicting loyalties (Andreasen et al., 2019; 
McDonough, 2014). For the GS staff, it was clear that their allegiance was ultimately 
with their school students. This was repeated throughout each interview, with comments 
like: “It’s worth the hard work, because ultimately you wouldn’t be in this job if you 
didn’t want good results for children in the end” (GS.T4); “I have an ethical 
responsibility to children to make sure that they’re going to get a fantastic education” 
(GS.E1); and “It’s about outcomes for kids at the end of the day” (GS.C1). It was for 
this reason that the teachers valued the voluntary nature of the program. They knew that 
an individual teacher would be able to withdraw themselves from the partnership 
activities for a period if, for whatever reason, they felt they could not give PSTs a 
valuable experience while still ensuring the success of their students and their own 
wellbeing. 
Chapter Summary 
This chapter provided a contextualised understanding of the motivating factors behind 
the involvement of Grevillea Primary School teachers and school executive in a 
partnership with Grey Gum University. This innovative partnership is grounded in the 
sense of professional obligation and responsibility that GS staff have to the teaching 
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profession. It is nurtured by the strong school culture which has been championed by 
the school leadership, where collegial discussions and the sharing of teaching practices 
are everyday expectations. Involvement in the school-university partnership and its 
activities are thereby a logical extension of what the teachers, in-school co-ordinator, 
and principal enact daily as part of their professional identities. 
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I think it’s very mutually beneficial. It helps grow our profession. It keeps people on 
their toes and up to date with things that are happening. That goes both ways: with 
researchers, about what’s actually happening in our classrooms; and also with 
teachers, about new ideas and things we can trial.         (Classroom teacher 
at Kangaroo Paw High School – KS.T1) 
 
Chapter Overview 
The purpose of this chapter is to share the findings from the school-university 
partnership between Kangaroo Paw High School (KS) and Koala Fern University (KU). 
In this case, the partnership was established to fulfil KS’s staffing needs, with PSTs 
deliberately targeted for employment after graduation. KS staff had a clear desire to 
contribute to the ongoing improvement of the teaching profession, and the large size of 
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7.1 Context of Kangaroo Paw High School and Koala 
Fern University  
Kangaroo Paw High School (KS) is a government secondary school (Years 7-12) 
located in a major city in Queensland. It is a very large school, with close to 2500 
students and 175 teaching staff (Australian Curriculum, Assessment and Reporting 
Authority [ACARA], 2019). KS is situated in an area of relative disadvantage, with a 
score of 2 out of 10 on the Index of Relative Socioeconomic Advantage and 
Disadvantage (IRSAD) (Australian Bureau of Statistics [ABS], 2016). 
Kangaroo Paw High School has partnered with a number of universities in their 
area, including Stringybark University, Macadamia University, and Hazelwood 
University. This study focused on the partnership between KS and Koala Fern 
University (KU). KU is a research-intensive institution with five campuses across 
Queensland, two of which are in close proximity to KS (6km or a 10-minute drive; 
25km or a 30-minute drive). The IRSAD score of both these campuses is 6 out of 10 
(ABS, 2016). 
7.2 Context of the KS-KU Partnership 
The intentional partnership between KS and KU was initiated five years ago as part of a 
deliberate strategy by KS executive staff. The impetus for its inception was that KS, as a 
growing school in a low socio-economic area, was struggling with understaffing issues. 
Recognising that it was unlikely that they would attract a suitable number of senior 
teachers to the area, the school executive team determined that developing strong 
partnerships with local universities and targeting their graduate teachers could be a 
possible solution to their staffing issues. The deputy principal therefore approached KU, 
as well as Stringybark University, to establish partnerships that enabled pre-service 
 
Chapter 7: KS-KU Case  Page | 156 
Corinne A. Green  Partnering in the Third Space  
teachers (PSTs) to experience the KS context through their degree, then targeted KU 
graduates for employment. Over the past five years, the majority of new KS staff have 
been early career teachers who completed their initial teacher education (ITE) at KU or 
Stringybark University and completed one or more Professional Experience (PEx) 
placements at KS as part of their ITE. 
KS has initiated and implemented a wide range of activities that serve the 
purpose of enhancing the teaching profession. Some of these have been developed in 
collaboration with KU or other universities, while others have been solely the 
responsibility of KS staff. All activities are noted in Table 5 and described below 
(Sections 7.2.1-5), providing a detailed understanding of the range of activities within 
the KS-KU partnership.  
Table 5 
Activities Within, and Adjacent to, the KS-KU Partnership 
Target audience Activity 
KS alumni KS Guarantee  
PSTs 
PEx placements a 
Targeted for future employment a  
Mediated instruction a  
KS staff – early career teachers (ECTs) 
Early Career Teacher (ECT) Mentoring 
Program 
Mentoring PSTs on PEx a  
Permanent teaching positions 
KS staff – senior teachers 
Community of practice a  
Micro-credentials a  
KS staff – executive  KU industry advisory group a  
a
 These activities have been developed and implemented as part of the KS-KU partnership. 
7.2.1 Activities Targeted at KS Alumni 
For any KS alumni interested in pursuing a career in teaching, the school offers what 
they call the ‘KS Guarantee’. When they begin their ITE degree (regardless of the 
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university), these KS alumni can participate in professional development sessions 
intended for KS staff, and be in contact with an assigned mentor (that is, a member of 
KS staff) at any point throughout their degree. Through this process, KS supports KS 
alumni (who are typically from a low socio-economic background) to enter the teaching 
profession. 
7.2.2 Activities Targeted at PSTs 
The main activity related to PSTs in this regard is connected to the Professional 
Experience (PEx) placements. KS hosts what is believed to be the highest number of 
PSTs for any one school in Queensland – more than 200 PSTs across the school year. 
The majority of these PSTs are from either Koala Fern University or Stringybark 
University (about 70 PSTs from each), with other PSTs coming from Macadamia 
University and Hazelwood University (about 40 PSTs from each). Prior to the 
partnerships being established with these universities, KS would host about 50 PSTs in 
total across the school year. Typically, PSTs completing their first PEx placements 
(comprised mostly of observations) are paired with early career teachers (ECTs), while 
those completing their final PEx placements work alongside senior teachers. 
The deputy principal and other KS staff carefully watch the PSTs on their initial 
PEx placements, seeking to identify those who seem to be a good fit for the school. 
These individuals are mentioned to the academics at the relevant university, along with 
a request that those PSTs complete their final PEx placement at KS. This final PEx 
placement serves almost like a job interview, with the possibility for future employment 
at KS once the PST has graduated.  
For PSTs in the KU Masters of Secondary Teaching degree, some of their 
tutorials take place at KS after school hours. These tutorials were for the PSTs who 
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were simultaneously completing their coursework and a PEx placement at KS, with 
about 20 PSTs in the class. The tutorials were led by KU academics. 
7.2.3 Activities Targeted at KS Staff – Early Career Teachers 
At the same time as the KS-KU partnership was established, the deputy principal 
recognised the need for intentional support for KS staff to ensure retention and success. 
He developed the ECT Mentoring Program, where KS teachers in their 1st, 2nd, and 3rd 
year in the profession engage in a strengths-based approach to professional development 
which includes extensive mentoring by experienced KS staff. This program has ensured 
the successful transition into the workforce for more than 60 ECTs at KS. Furthermore, 
the program (which complements the KS-KU partnership activities) has been 
recognised by a national teaching award and has drawn interest from universities in the 
area. 
Ordinarily, ECTs in schools would not be involved in PEx supervision (at the 
discretion of the school principal) to allow them to focus on their own teaching 
practices without needing to support a PST as well. However, a different approach has 
been implemented at KS. Here, the ECTs are invited to supervise initial PEx 
placements, where PSTs are primarily focused on observing classroom practices. This is 
connected to the ECT Mentoring Program to ensure that the ECTs are supported 
themselves while supervising PSTs. 
Finally, the last point of interest directly related to ECTs is that the school offers 
permanent teaching positions remarkably early in the ECTs’ careers. This provides 
stability for both the ECTs and the KS executive, and further supports the retention of 
ECTs in the teaching workforce. The practice is reinforced by the aforementioned 
activities, which enable KS executive to get a good sense of the individual’s 
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competency and fit at the school. For instance, one early career teacher completed two 
PEx placements at KS during his ITE degree, then began working at KS as a temporary 
teacher with a fixed-term contract. After just four months in that role (during which 
time he engaged with the ECT Mentoring Program), he was offered a permanent 
teaching position at KS.  
7.2.4 Activities Targeted at KS Staff – Senior Teachers  
For the more experienced teachers at KS, there is an opportunity to be involved in a 
community of practice with KS colleagues and KU academics. Within this activity, KU 
academics meet with KS staff to co-facilitate interactive professional development 
sessions. The group works collaboratively to develop portfolios for further accreditation 
at the levels of Highly Accomplished Teacher and Lead Teacher. In this way, the 
school-university partnership contributes to staff support and teacher professional 
growth at KS across the continuum of teachers’ careers.  
Alongside this community of practice, the notion of micro-credentials at KU has 
been suggested for KS staff. If pursued, this could mean that KS staff complete mini 
research projects at KS, supported by school and university colleagues through the 
community of practice. KS staff thereby receive credit towards further study with KU 
and qualifications that complement the work they do in the school while simultaneously 
strengthening the relationship between KS and KU. This could provide further incentive 
for senior teachers to become more involved in the school-university partnership. 
7.2.5 Activities Targeted at KS Staff – Executive 
The final activity of the school-university partnership is targeted at the school executive 
and invites industry voice into university planning. KU has established an industry 
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advisory group with a range of stakeholders across the state, including classroom 
teachers and school administrators as well as representatives from the Catholic 
Education Office, State Department of Education, Independent Schools Association, 
Queensland College of Teachers, and Queensland Teachers Union. The advisory group 
has worked collaboratively to provide input to KU’s teacher education programs, with 
the KS deputy principal centrally involved in the course design of a Master of Teaching 
degree through his involvement with the advisory group. The deputy principal’s 
position in the Advisory Group enables him to give feedback to KU regarding the 
teacher education programs, and to understand the university’s perspective in greater 
detail. 
7.3 Participants in the KS-KU Case 
The participants in this case were the in-school co-ordinator (KS.C1) and six teachers 
(KS.T1-T6). KS.C1 also held an executive role at the school, as one of six deputy 
principals. Four of the teachers (KS.T2, KS.T4, KS.T5 and KS.T6) were early career 
teachers, with Kangaroo Paw High School being their first teaching position. KS.T3 had 
previously been an academic in teacher education at Stringybark University, where KS 
had also established a partnership. The roles and responsibilities of each participant in 
the KS-KU partnership are detailed in Table 6 below.  
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Table 6 






















Maintaining oversight of the 
partnership and its activities; 
establishing partnerships to 
suit the needs of the school; 
main contact between school 
and university; co-ordinating 









Facilitating a community of 
practice with the university 
and senior teachers; 
supervising and mentoring 








Supervising and mentoring 






Supervising and mentoring 
PSTs on PEx; providing 







Supervising and mentoring 









Supervising and mentoring 






Supervising and mentoring 
PSTs on PEx (as an ECT) 
An individual interview was conducted with KS.C1, followed by two group interviews 
– one with KS.T1-3 (KS.Gr1), and the other with KS.T4-6 (KS.Gr2). This arrangement 
ensured minimal disruption to the KS timetable, and mediated any power dynamics 
(Millis, 2004; Robinson, 2014). The group interviews provided opportunities for similar 
experiences to be shared (as with KS.Gr2, where all participants were ECTs), or to 
explore contrasting experiences (as with KS.Gr1, where participants had diverse work 
histories). 
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In each interview, participants were asked questions aligned with the reasoned 
action approach (RAA) (Fishbein & Ajzen, 2010) (see Figure 20). Further details 
regarding the methods followed for data collection and case-level data analysis can be 
found in Sections 4.4 and 4.6.1. 
Figure 20 
Use of the Reasoned Action Approach in the KS-KU Case  
Attitude 
• Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written Task #1] 
• How supportive are you 
of the partnership?  
[Written Task #2]  
o Extremely supportive  
o Very supportive  
o Moderately 
supportive  
o Slightly supportive  
o Not supportive  
• What do you see as the 
main benefits of the 
partnership? 
• What do you think about 












• What expectations do you 
have of your staff to be 
involved in the 
partnership?  
• Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 
Behavioural Control 
• Were you given the 
choice to participate in 
this partnership?  
• Did you give your 
colleagues the choice to 
participate in the 
partnership?  
• Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #3] 
• Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #4] 
Intention 




Activities within the KS-KU partnership: 
• KS hosts 200 PSTs on PEx placements (70 from KU) per year 
• KU PSTs are targeted for future employment at KS 
• ECT Mentoring Program at KS, including supervision of PEx placements 
• Community of practice with KS and KU staff 
• KU Advisory Group 
[motivates] 
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7.4 Results 
The results of this case study are presented below, organised according to the tenets of 
the reasoned action approach (Fishbein & Ajzen, 2010). Findings relating to the 
participants’ attitudes are presented first, drawn from all participants’ responses to the 
first two written tasks and relevant open-ended interview questions (Section 7.4.1). This 
is followed by participants’ perceptions of the social norm, drawn from all participants’ 
responses to relevant open-ended interview questions (Section 7.4.2). Finally, findings 
related to the participants’ perceived behavioural control are presented, drawn from all 
participants’ responses to the final two written tasks and additional open-ended 
interview questions (Section 7.4.3). 
7.4.1 Attitude 
All seven KS participants were positive in regard to the KS-KU partnership and spoke 
of its integration into everyday practices at KS. They spoke of the benefits associated 
with the partnership – for KS teachers and KS in general, as well as for the PSTs and 
KU academics. They also discussed their desire to build up the teaching profession, 
with the partnership activities seen by participants as a means of achieving this. 
As noted in Table 7, all seven KS participants indicated that they were 
extremely supportive of the partnership with KU. KS.T1 expanded upon this point, 
saying, “I think [the KS-KU partnership] has a lot of opportunities for growth, and I 
think it’s really exciting. I’m extremely supportive.” KS.C1 was emphatic that “we do 
genuinely work together,” resulting in mutual benefits for both institutions. KS.T3 
suggested that every school should work with a partner university, because the 
“mutuality of both wanting to co-exist in that space to improve [the teaching profession] 
is quite exciting.” She also admired KS.C1 who “dabbles in what suits this school and 
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this need best” through relationships with several universities in their area. For KS.T6, 
being involved in the partnership activities has built a sense of belonging for himself 
within the KS staff and teaching profession while also extending that sense of belonging 
to the PSTs that he works with. KS.T5 saw the partnership (with KU, as well as those 
between KS and Stringybark, Macadamia, and Hazelwood Universities) to be a crucial 
practice to strengthen the teaching profession. 
Table 7 
KS Participants' Descriptions of, and Levels of Support for, the KS-KU Partnership 
Code 
(Participant category) 
Description of KS-KU 
partnership 
(Written Task #1) 
Level of support for 
KS-KU partnership 
(Written Task #2) 
KS.C1 
(in-school co-ordinator) 
Collaborative Extremely supportive 
KS.T1 
(teacher) 
Multi-layered Extremely supportive 
KS.T2 
(teacher) 
Effective Extremely supportive 
KS.T3 
(teacher) 
Mutual and committed Extremely supportive 
KS.T4 
(teacher) 
The partnership is easy and flows 




Integral Extremely supportive 
KS.T6 
(teacher) 
Building a sense of belonging Extremely supportive 
The KS participants each discussed a variety of benefits associated with the partnership 
for both KS and KU, such as professional development for teachers and quality learning 
opportunities for PSTs. KS.T1 noted that the partnership is “very mutually beneficial”, 
and KS.T3 echoed this sentiment saying, “I think it’s win-win all round.” 
Benefits Associated With the Partnership for KS  
For the KS teaching staff, the partnership provided avenues for professional 
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development regardless of the stage of their career. Having PSTs in their classroom on 
PEx placements encouraged the teachers to engage in reflective practices because “if 
you’ve got [a PST] who’s watching you and you’re going to be talking to all day about 
what you’ve been doing, you make sure you have a good reason for whatever it is 
you’re doing” (KS.T5). While this was true for teachers at all career stages, it was 
particularly noted by the ECTs who had recently graduated from ITE degrees 
themselves. KS.T4 explained how his ability to give feedback had been developed 
through working with PSTs, with flow-on effects to the feedback he gives to his own 
students. Similarly, KS.T2 made clear how hosting PSTs on PEx had pushed her 
professionally as an ECT:  
It’s been a great learning curve for me, too. It also helps me to reflect on what I do 
as a teacher and go, “I think I’m also doing that.” So it makes me check what I’m 
doing to make sure I’m also being as effective as I can as a teacher. I think that’s… 
a great reflective tool for beginning teachers, to have a PST [in their class] and see 
the difference that maybe a few months of teaching makes, or a couple of years. 
It’s interesting. 
For the more experienced teachers, being involved in partnership activities such as PEx 
and the community of practice was energising and refreshing. KS.T3 saw these types of 
activities as especially meaningful for experienced teachers looking for career 
development but who did not want to give up classroom teaching to either pursue 
further formal study or move into a managerial position at the school. This was true for 
KS.T1, who noted, “I am interested in a research Master’s [degree]” but didn’t want to 
“have to sacrifice working” to pursue further qualifications. Through activities such as 
the community of practice and micro-credentials, the school-university partnership 
enabled experienced teachers at KS to be involved in research and career development 
without needing “to give up the classroom and what you’re potentially good at to 
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contribute in an academic sense” (KS.T3). As KS.T1 stated, the community of practice 
within the KS-KU partnership “is really, really beneficial. It keeps people engaged in 
what they’re doing.” Similarly, KS.T3 asserted that school-university partnerships can 
“keep experienced teachers in the classroom because it gives them another opportunity” 
for further career development. 
In addition to keeping experienced teachers engaged in the teaching profession, 
the KS-KU partnership continues to fulfil the purpose for which it was established: 
“develop really strong bonds [with the university] and target heavily those graduate 
teachers” (KS.C1) to meet the staffing needs of the school on an ongoing basis. The 
approach that KS takes to PEx placements – where promising PSTs are invited to 
complete their final PEx placement at KS ahead of employment after graduation – is 
“beneficial in terms of recruitment for the school” (KS.T1). As KS.T3 pointed out, this 
approach also “benefits the [school] students, because they’re going to get a better 
quality pre-service teacher who is more invested in them and tries to build relationships 
because they might be coming back.” The expectation undergirding this approach is that 
these PSTs would graduate into ECTs that are familiar with the school context and 
culture, and not prejudiced by their “negative perceptions” (KS.C1) of the low socio-
economic status of the area. Likewise, KS staff and students have “a pretty good idea” 
(KS.C1) about the new ECTs, because of the ongoing interactions throughout their ITE 
degree. These ECTs also frequently promote KS to their peers, to the point where 
KS.C1 can say “in some ways… our staffing isn’t even done by me, it’s done by the 
[ECTs].” This pipeline of committed and capable teachers is of great value to KS, 
particularly when other schools in the region are reportedly “struggling for staff” 
(KS.C1). 
 
Chapter 7: KS-KU Case  Page | 167 
Corinne A. Green  Partnering in the Third Space  
Benefits Associated With the Partnership for KU 
KS participants also speculated on the benefits for KU associated with the partnership, 
such as high-quality learning opportunities that integrate theory and practice. The 
primary benefit was the comprehensive and supported PEx placements that KS provides 
for KU PSTs. While they are at KS, KU PSTs are actively encouraged by KS.C1 and 
their supervising teachers to “go and observe really whoever they want in the school 
[and] have a professional conversation with [other teachers]” (KS.C1). This practice had 
permeated through the school culture, with KS.T5 saying, “I know that… as a school, 
we’re quite good at encouraging [PSTs] to go see other [teachers].” It was therefore 
quite common for teachers to work with their assigned PSTs to identify areas of focus 
over the PEx placement (such as behaviour management, questioning techniques, 
project-based approaches, or group work) and then connect the PST with a KS teacher 
who excels in that area. PSTs are thereby prompted to “try all the different things; 
because it’s such a big school there’s so many opportunities to find your niche” (KS.T2) 
and “immerse themselves in a realistic schooling experience” (KS.T5). 
The way that the school-university partnership can connect theory with practice 
for PSTs as well as academics was also mentioned by the KS teachers. Both KS.T2 and 
KS.T6 found their PEx placements to be important elements of their ITE degree, with 
KS.T2 saying, 
I felt I always did the most learning… as a pre-service teacher when I was on 
[PEx]. I felt like you can learn so much in university classrooms, but you don’t 
actually get to apply that information until you’re on [PEx] or see it in practice. 
KS.T4 encouraged the PSTs he interacted with to see the links between theory and 
practice, and between their university-based learning and PEx. When KS.T5 mentioned 
that PSTs on PEx lament, “We just don’t learn this stuff, we just don’t hear about this 
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stuff at university,” KS.T4’s response was, “This is part of your university [degree], 
you’re learning it right now… It’s a holistic approach.” As KS.T2 explained, there is 
great value for PSTs in learning “from someone who’s in the field… We deal with 
difficult children, we deal with low socio-economic families… I think it’s important to 
see that as well, and be taught by people in the industry.” 
KS.T1 and KS.T3 saw the integration of theory and practice within the school-
university partnership as significant for university academics as well, affecting how 
they conduct research and how the findings are applied by teachers. As KS.T3 noted, 
“Too often we are told by academics who have not been in the classroom for a very 
long time how [and] what we should be doing.” Through partnerships between 
researchers and practitioners – with some taking on dual roles, such as when teachers 
can conduct research projects – “researchers [can know] about what’s actually 
happening in our classrooms and also… teachers [can know] about new ideas and things 
we can trial” (KS.T1). 
Desire to Grow the Teaching Profession 
The KS participants had a clear desire to grow the teaching profession and saw the 
school-university partnerships they were involved in as a means to achieve this. The 
comprehensive nature of the activities across the whole career span and between the 
university and school settings provided cyclical opportunities to raise the quality of the 
teaching profession as a whole (see Figure 21). These are discussed below. 
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Figure 21 
Cyclical Nature of the KS-KU Partnership Activities 
Quality ITE Degree. Through the KS-KU partnership, participants believed 
that the quality of the ITE degrees on offer has been enhanced. For instance, through 
KU’s industry advisory group KS.C1 was involved with the development of a Masters-
level ITE degree. He, along with other members of the teaching profession from the 
region, “sat down with [KU staff] and provided the feedback, helped the course design, 
all of that sort of stuff.” This input is not isolated to the Masters degree however, as 
KS.C1 has “continued to provide feedback across the board.” The learning opportunities 
for PSTs within these ITE degrees has also been enhanced by the way KS hosts PEx 
placements. As discussed, KS staff actively encourage PSTs to demonstrate initiative 
relating to their professional development, encouraging them to identify areas of interest 
and supporting PSTs to connect with other teacher colleagues. KS.T1 made clear, “I 
also make a point of not organising that for them,” so that PSTs can develop their 
communication skills in a professional setting. KS.T4, KS.T5 and KS.T6 discussed the 
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the PSTs’ “sense of belonging to the profession” (KS.T6). As KS.T4 noted, mentoring 
PSTs on PEx is a chance for KS teachers to “give back to the profession [by] making 
sure that the [next generation of] teachers coming through are actually quite confident 
and feel like they can improve” (KS.T4). 
Quality ECTs. These ITE-related experiences promote the development of 
quality ECTs who are well-prepared for the teaching profession, whether they are 
employed at KS or elsewhere. The ECT mentor program that KS has developed further 
supports these graduate teachers as they transition into the profession, improving 
retention of ECTs. KS.T2 declared that the ECT mentoring program “helped me 
survive” as an ECT, with KS.T6 similarly valuing the mentorship available for all ECTs 
at KS. In turn, because the ECTs are well supported by their mentors, they are better 
able to support the PSTs they interact with. This practice of ECTs supervising PSTs on 
PEx, which is unusual elsewhere, is useful because “sometimes [PSTs] can relate to 
[ECTs] a bit better” (KS.T5) and also “I feel it… enhances my practice as well, because 
then I’m looking for things that [the PSTs] are doing and giving feedback” (KS.T6). 
Quality Teachers. Through the partnership activities, the more experienced 
teachers at KS can partake in career development that re-energises them for the teaching 
profession. They are involved in mentoring PSTs through PEx and their colleagues 
through the ECT mentor program. Crucially, there are avenues for those teachers who 
would like to advance their career without giving up their classroom teaching role, 
through the community of practice and micro-credential opportunities. The KS teachers 
posited that some colleagues might choose to host a PST (particularly a 4th year PST) on 
PEx so that they can take a break, although KS.T1 mused, “Is that not a sign of you 
[being] disengaged in the profession? And so… you’re probably not a great mentor for 
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that person.” Conversely, whether through interactions with PSTs, or with colleagues at 
KS and KU, the partnership activities provided the KS teachers opportunities to be re-
energised about teaching by “engaging in professional conversations” (KS.T1). This has 
flow-on effects on the retention of experienced teachers both at KS and in the profession 
generally, and promotes continued professional development across career stages. 
Quality Research. Finally, school-university partnerships can raise the quality 
and applicability of education research. KS.T3 noted that the “committed relationship” 
between KS and KU enables the institutions to work together and say, “Well, how are 
we going to further the profession? How are we going to improve it?” By listening to 
one another, researchers can explore issues that are relevant to practitioners, and 
practitioners can become aware of and implement findings from contemporary research. 
Furthermore, having university academics connected to schools flows on to improved 
ITE degrees for PSTs as theory and practice become more closely entwined. This kind 
of collaboration “feeds both ways. I think it helps your research, but it also helps your 
teaching” (KS.T3). As KS.T1 echoed, the school-university partnership “is very 
mutually beneficial. It helps grow our profession.” 
7.4.2 Social Norm 
Within KS, it was reportedly “very common” (KS.T4) for teachers to be involved in 
partnership activities in some way, with “staff input or uptake in that is entirely up to 
them” (KS.C1). However, beyond KS, participants did not know of many other schools 
with similar school-university partnerships, “particularly [to] the depth of what we do 
and how we do it” (KS.C1). For KS.T2 and KS.T3, it was lamentable that there were 
only “a handful of other schools who would have viewed [the teaching profession] in a 
similar partnership kind of way” (KS.T3). 
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Common at KS 
There is a high level of involvement in partnership activities across the school, 
particularly with hosting PEx placements. Although many KS staff were involved in a 
variety of partnership activities, they tended to see them as isolated activities rather than 
as parts of a comprehensive whole. As KS.T1 mused, “I don’t think it’s really referred 
to as ‘The Partnership’.” KS.T3 agreed, but believed that involvement in the partnership 
activities was “culturally, it’s pretty much embedded at this school…. Like [KS.T1] 
said, it’s not ‘The Partnership’, but culturally, there’s almost an expectation.” This 
expectation is aligned with KS’s “deliberate strategy” (KS.C1) that led to the 
establishment of the school-university partnership in the first place. 
To ease the logistics of organising PEx placements, KS.C1 employed an opt-out 
system “because that’s going to be far easier for me to handle than who does [want a 
PST].” KS.T3 asserted that teachers are free to say no for whatever reason, although she 
did question whether an opt-out approach leads to the best experiences for PSTs. In her 
opinion, “there are a number of people who take pre-service teachers, not necessarily 
for the same motivations that we have. And do [the PSTs] get the same experience as 
perhaps the people that we know are invested in it? No.” Conversely, some interested 
teachers may not be allocated a PST. KS.T2 noted that “some people actually get 
concerned when they don’t get a pre-service teacher and think, ‘Did I do something 
wrong?’” However, as KS.C1 and KS.T1 acknowledged, the reality is not that the 
teacher is being punished, but simply that there are no suitable PSTs to allocate to them. 
For the other partnership activities, teacher involvement has typically been 
prompted by a demonstrated interest in the relevant area. For instance, KS.T1 was 
pursuing “career goals along the lines of teaching and learning and developing teachers, 
but also innovative pedagogy,” when she offered to present at a professional 
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development event. Soon after this event, she was invited to co-facilitate the KS-KU 
community of practice. KS.C1 sees himself as a connector between school and 
university personnel, saying, “if someone has an idea or something that might work, [I 
can] put them in connection with the university”. This approach supports the 
establishment of further connections between KS and KU (or other universities in the 
area). There are some apparent flaws in this approach, with KS.T1 saying, 
If I want to initiate a research project, I don’t know how to do that because I don’t 
have those connections… The only way I know how to do that is by applying for a 
Masters degree, which I’m not going to do because I don’t have the time or money. 
However, KS.T1 went on to note that her involvement in the community of practice 
provides an exciting avenue for making those connections with KU and enabling her to 
pursue school-based research. 
Unusual Beyond KS 
All seven KS participants noted that school-university partnerships are not the norm in 
the teaching profession, although there were some instances of other schools working 
closely with universities. As KS.C1 noted, “we were probably initially, and in some 
ways still are, an outlier… However, it’s becoming a lot more common.” He was able to 
name three other schools that have recently partnered with local universities, positing 
that “what started to happen is schools have either seen [via KS], or maybe separately 
realised, the real benefits that can come out of such partnerships and begun to do them.” 
KS.T3, reflecting on her previous role at Stringybark University, also identified “a 
handful of schools that would have worked similarly, where they were really invested 
and worked closely with us, offered research opportunities, all that kind of stuff… [But] 
very limited relative to the number of schools [in the region].” As KS.T6 detailed, “I 
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feel like a lot of the things that we do here at [KS] are quite different to a fair few other 
schools, like permanency to early career teachers… I think there’s a lot here that we do 
differently compared to a lot of schools out there.” 
The participants suspected that part of the reason why KS is able to partner with 
KU and other local universities was its large size, with close to 2500 students and 175 
teaching staff. For instance, when KS.C1 first established the partnership with KU, he 
had also approached Stringybark University for a similar partnership. Rather than 
needing to abandon one in favour of the other, KS was able to pursue both “because of 
the size and capacity within the school” (KS.C1). As KS.T6 noted, “I feel like we’ve 
got the size here… to facilitate it a lot better.” KS.T5 elaborated on this point, saying, 
“I’ve found that, in a weird way, almost the bigger the school, the better the system.” 
KS.T3 sees this as “the beauty of [KS] being so big, [that] it does have the opportunity” 
to support various activities and even multiple school-university partnerships, while 
“some of the smaller [schools]… just wouldn’t have capacity”. 
7.4.3 Behavioural Control 
For staff at KS, being involved in the partnership activities is “entirely voluntary” 
(KS.C1). As detailed above, being in school-university partnerships is an intentional 
strategic decision from KS leadership to ensure sustainable staffing at KS as well as to 
contribute to raising the quality of the teaching profession more generally. Teachers 
have control over what partnership activities they become involved with and can opt-out 
at any time. 
Within the three interviews conducted for this case, the KS participants explored 
the factors that help and support their involvement, as well as the factors that hinder or 
prevent their involvement. These factors, along with visual representations (generated 
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using the methods described in Section 4.6.1), are detailed below. As discussed in 
Section 4.6.1, some participants gave multiple responses within the same theme; these 
instances are clearly marked on the figures below. 
Factors That Help/Support Involvement 
KS participants listed a large array of factors that have helped or supported their 
involvement in the KS-KU partnership (see Figure 22). In all three interviews, school 
culture was listed as a supportive factor, with KS.C1 and KS.Gr1 (KS.T1-3) giving this 
factor their highest priority. The factor with the highest priority for KS.Gr2 (KS.T4-6) 
was their desire to contribute to improving the teaching profession. The KS teachers 
also named leadership support and professional growth as factors that support their 
involvement in the school-university partnership. 
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Figure 22 
Factors That Help/Support KS Participants' Involvement in the KS-KU Partnership 
The school culture of KS was identified as an important supportive factor pertaining to 
participants’ involvement in the school-university partnership. KS.T3 spoke about the 
partnership being a “school-wide approach” which generated a “shared culture” around 
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teachers’ involvement. This approach fostered a “collegiality… within your own 
staffroom” (KS.T3), with KS.T2 also noting “the amount of times we’ve shared [PSTs] 
across faculties… is definitely linked to that.” KS.T5 similarly reported that “teachers 
ourselves, we support each other… I think we’re quite… more helpful than we give 
ourselves and each other credit for at times.” The partnership activities also gave 
teachers a chance to work with colleagues from different areas with whom they might 
not ordinarily interact. As KS.T1 acknowledged, “Our school is so big. Sometimes you 
just don’t know people from other faculties… I don’t have time to go and hang out in 
[KS.T2]’s staffroom.” Because the school-university partnership encompasses all areas 
of KS, networks have formed across the school as well as between the institutions. 
When discussing how this school culture was established and maintained, 
KS.C1 identified two key elements: the leadership style of the KS principal, and the 
deliberate recruitment of ECTs that are the right teachers for KS. The KS principal, 
KS.C1 explained, is “very much a leader that has faith in his staff and does give a high 
level of autonomy.” He saw the principal to be the driver of the school’s culture, as 
“someone who is very open minded and very open to allowing staff to try new things,” 
(KS.C1) trusting teachers to take ownership of their own classrooms. In tandem with 
this attitude at the executive level, KS.C1 stated that “the culture is also driven… by the 
[ECTs].” This is a direct result of the approach that KS has taken to staffing over the 
past five years since establishing the KS-KU partnership, which “is not always about 
the best teacher on paper. It’s often those soft skills… around who the person is, do they 
actually fit well for the school…” (KS.C1). By keeping an eye on PSTs that suit the KS 
context and culture, then employing them and supporting their transition into the 
teaching profession, KS has sustained its school culture through “deliberate 
recruitment” (KS.C1). 
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For KS.T4, KS.T5, and KS.T6, the most important factor supporting their 
involvement in the school-university partnership was the alignment of the partnership 
with their own desires to help PSTs improve and thereby improve the profession. KS.T5 
in particular was prompted to invest in PSTs to ensure that the school students that they 
teach – whether on PEx placement, or into the future – have a quality teacher. He 
reasoned, “Look, this [PST] might be teaching at my school next year, which means the 
year after I might get some of their classes. And if I haven’t supported them and helped 
them out as much as possible…” KS.T5 went on to explain his philosophical position: 
“That’s why we get into this [profession], because we want to educate. We want to give 
the best opportunities possible. And I think it hurts all of us a little bit when we see that 
not happen.” When they were determining what priorities to give to the factors they had 
mentioned, KS.Gr2 unanimously agreed that a desire to develop PSTs and improve the 
profession was Priority #1, with KS.T6 summarising: “If you’re not keen to help out, 
then there’s no point.” 
The KS teachers also mentioned the leadership support from KS, as well as the 
opportunities for professional growth through the partnership activities, as factors 
supporting their own involvement in the KS-KU partnership. KS.T3 valued the fact that 
the partnership has “a clear leader” in KS.C1, providing “clear processes… you know 
where to go or what to do or who to ask.” KS.T5 similarly acknowledged that KS.C1 “is 
that known point of contact, if we need anything.” KS.T1 suggested that funding 
associated with the partnership had contributed to a deputy principal role at KS, “which 
means that we can keep developing these partnerships.” The opportunities for 
professional growth found in the partnership – such as through connecting with KS 
colleagues and KU academics in the community of practice, or professional 
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development sessions for PSTs and ECTs – also spurred on the involvement of KS.T1-6 
in the KS-KU partnership. 
Factors That Hinder/Prevent Involvement 
When considering the factors that hinder their involvement in the partnership, all 
participants discussed the way that time – whether the time required to invest in PSTs, 
or the timing of PEx placements – can make it difficult for them to take part in 
partnership activities (see Figure 23). This factor was given Priority #1 by KS.Gr1 
(KS.T1-3), Priority 2 by KS.Gr2 (KS.T4-6), and Priority 3 by KS.C1. Other factors 
mentioned include the burdens associated with managing difficult PSTs, and with 
teaching PSTs outside their subject areas. 
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Figure 23 
Factors That Hinder/Prevent KS Participants' Involvement in the KS-KU Partnership 
As KS.Gr1 made clear, there are many facets to the way that ‘time’ can hinder their 
involvement in the partnership. KS.T1-T3 bounced off one another in quick succession 
to illustrate this point:  
KS.T1: Having a [PST] takes up more of my time 
KS.T2:  My spare time, before and after school 
KS.T3:  Loss of non-contact time. 
KS.T1:  Loss of time with classes… teaching time. 
KS.T2:  Time to… you don’t have time to give feedback all the time. 
KS.T1:  A lack of time with support systems for that student. 
The lack of their own teaching time, due to KS hosting more than 200 PSTs across the 
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year on PEx placements, and its impact on their KS students weighed heavily on the KS 
teachers. KS.T1 lamented a “huge chunk of… teaching time” that she felt her students 
lost due to “two not great [PSTs].” KS.T2 echoed this comment, saying, “It can be 
concerning when you do have too many [PSTs] in a year and [the KS students] have 
now got these little gaps of information they’re missing or it’s not as deep as it should 
be.” These teachers also discussed how hard it could be to give timely feedback to 
PSTs, because “if I’ve got a full day of teaching after their Session 1 class, I’ve 
forgotten what they’d done by the time I get to after school!... But then, if you take too 
detailed notes, that gets really overwhelming” (KS.T1).  
Alongside the notion of the time required for various aspects of the partnership 
activities, KS.C1 and KS.Gr2 focused on the timing of PEx placements as a potential 
barrier to their involvement in the partnership. At the classroom level, KS.Gr2 discussed 
how certain points in the year could make it difficult to give a PST a full experience. 
KS.T6 noted that if PSTs are placed in a senior class in Term 3, “the workload [for KS 
students and teachers] is really high, so you might not be able to best facilitate [the 
PSTs].” Conversely, KS.T5 pointed out that “if you’ve got someone who’s on a final 
[PEx placement]… they need that kind of experience… and if they come Term 4 Week 
5, you’re like, ‘Well, everything’s done.’” KS.T4 agreed, commenting that PEx 
placements that occur earlier in the year “are more beneficial because [the PSTs] can 
have more control and onus over that classroom.” This is something that KS.C1 has 
been able to influence through his role in the KU Advisory Group, leading to his 
comment that “the timings are all fine now. But hypothetically… [KU] could well 
change the timings” in the future.  
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Of greater concern for KS.C1 was the impact of managing difficult PSTs, which 
KS.Gr1 also mentioned as a hindrance to their involvement in the partnership. These 
PSTs could fall into a couple of categories, according to KS.C1:  
There’s the ones that struggle and are a lot of work that you need to put a lot of 
work in to improve. But then there’s others… They’re probably the ones that aren’t 
suitable, or don’t realise what teaching actually entails.  
The former group may take “a lot of my time and energy that I just didn’t have 
[to spare]” (KS.T1). However, KS.C1 mused that the latter group “often then creates 
that uneasy or not very nice relationship” between PSTs and supervising teachers and 
“makes the whole process a living nightmare.” KS.T1 found it “awkward” to be 
positioned as a gatekeeper for the profession, because “you don’t want to be the person 
that tells them to not be a teacher… Is it my role to say [that]? Or is that the role of the 
university?... Where are the lines there?” KS.C1 believed that previous negative 
experiences with difficult PSTs comprised “the most common reason why staff will 
refuse a [PST]”, with KS.T3 similarly noting that a “lack of confidence in dealing with 
poor performing [PSTs]” could hinder teachers from taking PSTs in the future. 
KS.Gr2 named a unique factor as their highest priority when considering what 
might hinder or prevent their involvement in the partnership: teaching outside your 
subject area. They discussed how, as ECTs, teaching outside of your subject area is a 
“rite of passage” (KS.T4). KS.T5 shared the experience of a peer who was “an English-
Humanities [PST] and she ended up having to teach Maths-Science… for five weeks.” 
KS.T6 endeavoured to make this clear to all PSTs he encountered, because “I was told 
when I found out I was getting a job, I may not necessarily get the classes that I want to 
teach. So, you just got to keep an open mind.” Through their discussion, it was apparent 
that “teaching outside your subject area is tough” (KS.T5) whether as a PST or ECT, 
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while also being common in high schools. The direct impact that this practice had on 
KS.T4-6’s involvement in the school-university partnership, however, was unclear. 
7.5 Discussion 
The participants in this case have given insight into the partnership between Kangaroo 
Paw High School and Koala Fern University. In particular, they have illuminated the 
ways that the KS-KU partnership is aligned with participants’ desires to contribute to 
the teaching profession and the school’s strategy regarding developing and retaining 
quality teachers (see Figure 24 and Sections 7.5.1-2). As KS.T3 commented, reciprocal 
and collaborative partnerships between schools and universities ought to be promoted 
because “anything that you can do that fosters back… whether it’s [engaging with] 
research, whether it’s [mentoring] pre-service teachers, whether it’s the academic’s 
research… It is beneficial because everyone benefits in the long run.” 
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Figure 24 
Summary of KS-KU Case Results Aligned With the Reasoned Action Approach 
 
7.5.1 Benefits Across the Career Span That Enhance the 
Profession 
The KS participants identified many benefits associated with school-university 
partnerships for all stakeholders across the whole career span, in alignment with 
previous research (Green, Tindall-Ford, & Eady, 2020a; Phelps, 2019). KS teachers 
were involved in different activities depending on their career stage and interests (such 
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as participating in the ECT mentor program, supervising PSTs on PEx placements, or 
co-facilitating a community of practice for experienced teachers), recognising that 
“different considerations may be salient for teachers at different points in their career” 
(Glazer, 2020, p. 8). Furthermore, KS participants illuminated how comprehensive 
partnerships can provide cyclical opportunities to raise the quality of the teaching 
profession as a whole. B. Davis and Sumara (2012) advocate that universities “share 
with the profession of teaching the responsibility to support the ongoing learning of 
educators. In foregrounding the complexity of teaching, we acknowledge that learning 
to teach is a career-long undertaking” (p. 37). Similarly, Cronin et al. (2020) report on a 
partnership that  
elevates the notion of all teachers, whether in university as teacher educators, 
[PSTs] or school-based [teachers], being constant learners as a process for raising 
standards in schools. This approach has also triggered wider systemic change, 
developing cultures of collaboration both within schools and between schools and 
universities that engender ripple effects beyond the initial target group of trainees. 
(p. 19) 
These ripple effects are seen at KS (see Figure 21), where the ITE and PST experience 
has been enhanced through industry input, leading to the development of quality ECTs 
(Dillon et al., 2014; Thomson et al., 2017). In turn, the PSTs and ECTs at KS are 
supported by experienced teachers that have been re-energised about teaching through 
professional interactions with peers, PSTs, and academics (Buchanan et al., 2020; 
Herrenkohl et al., 2010). These academics have stronger connections to school settings 
and staff, leading to relevant educational research that makes its way into ITE and 
schools (Lee, 2018; van Schaik et al., 2018). As White et al. (2020) make clear, 
“authentic, reciprocal partnerships between schools and systems, universities and 
communities are not only possible in the current context but also have the potential to 
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lead to sustainable school reform” (p. 20), which is of great value in “the current policy 
context surrounding teaching in Australia… that calls for greater alignment across all 
components and stages of the teaching profession, including pre-service teacher 
education and the continuing professional learning of in-service teachers” (p. 1). 
7.5.2 Alignment With School Strategy 
The school-university partnership that KS.C1 helped establish between KS and KU, as 
well as similar partnerships with other universities in the area, was clearly aligned with 
the KS strategy regarding developing and retaining quality teachers who excel in 
challenging environments (Cronin et al., 2020; Downes & Roberts, 2018). This was 
evident in the cyclical nature of the KS-KU partnership activities (see Figure 21 and 
Section 7.4.1), with participants recognising how their involvement in the school-
university partnership could enhance the quality of ITE, ECTs, in-service teachers, and 
educational research (Buchanan et al., 2020; Cronin et al., 2020; B. Davis & Sumara, 
2012). The alignment of the partnership activities with school strategy was also evident 
in the complementary activities that KS implemented alongside partnership activities, 
such as the ECT Mentoring Program (see Table 5). 
Sharples et al. (2019) warns that “organisations across all sectors, not just 
education, tend to take on too many projects simultaneously and underestimate the 
effort involved in implementing innovations effectively. Schools should probably make 
fewer, but more strategic choices, and pursue these diligently” (p. 10). However, in this 
case there was strong alignment between partnership activities and KS strategy, 
facilitating the sustainability of the KS-KU partnership (Downes & Roberts, 2018; Rust, 
2019). Furthermore, the partnership between KS and KU, as well as the partnerships 
between KS and Stringybark, Macadamia, and Hazelwood Universities, had gradually 
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evolved over time with additional activities added as appropriate (Gutierrez et al., 2019; 
Oerlemans, 2017). KS.C1, as the instigator and in-school co-ordinator of these 
partnerships, carefully considered the needs of the school and capacity of KS staff when 
pursuing, establishing, and maintaining each partnership (Cronin et al., 2020; Sewell et 
al., 2018). This promoted the relevance of each partnership and associated activities for 
the KS context, and minimised the burden placed on those involved (Grudnoff et al., 
2017; Phelps, 2019). 
Chapter Summary 
This chapter has presented the findings of the KS-KU case, revealing what motivates 
Kangaroo Paw High School teachers and school leaders to be involved in a partnership 
with Koala Fern University. KS staff’s involvement in the partnership is aligned with 
the school’s strategy to develop and retain quality teachers. The large size of the school 
affords them the capacity to take part in activities across the whole career spectrum that 
contribute to the ongoing improvement of the teaching profession. 
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Let’s make the most of the opportunity that we’ve got. It’s great for the university, 
it’s great for us, it’s another way to learn about the world.  
(Specialist teacher at Eucalyptus Primary School – ES.T1) 
 
Chapter Overview 
The purpose of this chapter is to share the findings from the school-university 
partnership between Eucalyptus Primary School (ES) and Emu-bush University (EU). 
In this case, an established school culture and supportive leadership team nurtured a 
long-term school-university partnership. ES staff were driven by a desire to give 
aspirational learning experiences to their students and to immerse PSTs in the 
complexities of the teaching profession. 
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8.1 Context of Eucalyptus Primary School and Emu-Bush 
University  
Eucalyptus Primary School (ES) is a government primary school in Tasmania, located 
in an inner regional area. It is in a low socio-economic area, with an Index of Relative 
Socioeconomic Advantage and Disadvantage (IRSAD) score of 1 out of 10 (Australian 
Bureau of Statistics [ABS], 2016). ES has 40 teaching staff and a student population of 
562, 31% of whom are from a language background other than English (Australian 
Curriculum, Assessment and Reporting Authority [ACARA], 2019). 
Emu-bush University (EU), with whom Eucalyptus Primary School has 
partnered, has a campus located 1.5km (5-minute drive or 20-minute walk) away from 
ES. This campus is also in an area of relative disadvantage, with an IRSAD score of 2 
out of 10 (ABS, 2016). EU is a public research-intensive university with five campuses 
across Tasmania, as well as two on mainland Australia. 
8.2 Context of the ES-EU Partnership 
Connections between Eucalyptus Primary School (ES) and Emu-bush University (EU) 
have been in place for at least three decades, with a progressive increase in the levels of 
intentionality and activity in their current partnership. This was a gradual evolution, 
facilitated through familiar relationships between individuals at ES and at EU. For 
example, at least two of the long-standing ES staff members attended EU themselves 
for their initial teacher education (ITE) and were well known by various EU staff when 
they began at ES three decades ago. In the early 2000s, one of the ES deputy principals 
resigned from ES to take on a position at EU facilitating Professional Experience (PEx) 
placements, enhancing the connections between the two institutions. In more recent 
years, professional relationships have been established with several academics at EU 
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from a variety of fields. These relationships support a range of activities that are now 
implemented, including opportunities for pre-service teachers (PSTs) to teach lessons to 
ES students (whether as part of, or outside of, a PEx placement) and additional activities 
that are not directly connected to initial teacher education (see Table 8). 
Table 8 
Activities Within the ES-EU Partnership.  
Name of activity Description Location of activity 
PEx placements 
PSTs hosted in classrooms to teach 
for a block of time, with weekly 
professional learning sessions  
ES site 
Volunteer/paid roles 
PSTs are invited to volunteer or 
work at ES in various capacities 
ES site 
PSTs teaching Health 
and Physical Education 
(HPE) lessons 
PSTs develop HPE lessons as part 
of their coursework, then teach 
them to ES students 
EU campus 
PSTs teaching Science 
lessons 
PSTs develop Science lessons as 
part of their coursework, then 
teach them to ES students 
ES site 
Classroom observations 
1st year PSTs spend some time 






Harmony Week event 
EU students from the English 
Language Centre share their 
culture with ES students to 
practice their English language 
use 
ES site (initially held 
on EU campus) 
As is typical of schools throughout Australia, ES hosts PSTs for PEx placements 
throughout their degree. Less typical, however, is the degree of support that these PSTs 
are provided at ES, particularly concerning career development. For those PSTs in their 
3rd or 4th year of an ITE degree, the in-school co-ordinator and other members of the ES 
staff provide weekly professional learning sessions during the PEx placement. The 
topics of these sessions are based on PST requests and ES staff expertise, and have 
included discussions of behaviour management, trauma-informed practice, and job 
applications. In addition to these professional learning sessions, PSTs on PEx 
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placements also take part in collaborative planning meetings alongside the ES staff. 
This is facilitated by the team-based approach to PEx placements promoted at ES, 
where (for example) all the Year 3 and Year 4 class teachers will simultaneously host 
3rd year PSTs. 
EU PSTs are also invited to volunteer at ES, to increase their connections to the 
school setting. Some PSTs choose to visit frequently ahead of a block PEx placement, 
while others attend school events such as the Athletics Carnival to support the ES staff. 
There are also some paid opportunities that PSTs can take up at the school, such as 
teacher’s aide roles (typically undertaken by 1st and 2nd year PSTs) and casual teaching 
positions (available to 4th year PSTs who have limited authority to teach). 
As part of the ES-EU partnership, there were opportunities outside of PEx 
placements for PSTs to teach lessons to ES students. One of these was connected to the 
Health and Physical Education (HPE) learning area, and was held on the EU campus. 
Several classes from ES travelled (either by bus supplied by EU, or by foot) to the EU 
campus for one hour a week over several weeks. In this time, they partook in HPE 
lessons developed and taught by pairs of PSTs, with the lessons evaluated by EU 
academics and ES teachers. This partnership activity had been in place for four years, 
after an EU lecturer asked ES whether they would consider being involved. 
A similar activity was established more recently, connected to the Science 
learning area. One of the Associate Professors from EU approached ES staff a year ago, 
asking if they would be interested in having PSTs visit the school to teach Science 
lessons. The EU academic was in frequent communication with the ES teacher who led 
it from the school end and ensured that the lessons were educative and appropriate for 
the school students involved. Unlike the HPE lessons, which were held on the EU 
campus, the Science lessons were taught by PSTs on the school site. 
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Another partnership activity involves 1st year PSTs spending two hours a week 
for three weeks in an ES classroom. The PSTs are distributed in pairs into all 22 ES 
classrooms and are tasked with observing aspects of the teachers’ practice and students’ 
actions. These visits are connected to PSTs’ coursework, with preparation and 
debriefing sessions led by an EU lecturer on the EU campus alongside the visits. 
There are also non-ITE related aspects to the ES-EU partnership, the most 
notable of which is connected to the EU English Language Centre and Harmony Week. 
Harmony Week is an initiative of the Australian Government Department of Home 
Affairs to “celebrate Australian multiculturalism… [and] is about inclusiveness, respect 
and belonging for all Australians” (Australian Government Department of Home 
Affairs, 2019, What is Harmony Week section). Eight years ago, EU invited ES 
students (along with students from two other local schools) to visit the EU campus and 
participate in activities for Harmony Week. This was a recurring event at EU for three 
years, at which point EU decided to change the nature of the event. The manager of the 
EU English Language Centre contacted ES staff to ask if the event could be held at the 
ES site instead, with the EU English Language Centre students involved in the 
festivities. For the past three years, twenty EU English Language Centre students each 
year have visited ES and interacted with ES students to improve their English language 
proficiency and share elements of their culture. At the school end, the event is co-
ordinated by the English as an Additional Language or Dialect (EALD) teaching team. 
All ES students are involved in the event, with students in the EALD program also 
involved in some of the behind-the-scenes work (such as preparing morning tea for the 
EU visitors). 
The robust nature of the ES-EU partnership is evident in the broad range of 
activities and personnel involved. EU academics from a variety of departments – some 
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connected to ITE, others not – have formed relationships with several ES staff to 
facilitate the implementation of diverse partnership activities. While there is one main 
in-school co-ordinator responsible for the entire ES-EU partnership, there is also 
delegated responsibility to relevant ES staff members to organise the school side of 
particular activities.  
8.3 Participants in the ES-EU Case 
The participants in this case were the school principal (ES.E1), in-school co-ordinator 
(ES.C1) and three teachers (ES.T1-T3). The roles and responsibilities of each 
participant with regards to the ES-EU partnership are detailed in Table 9 below.  
Table 9 


















Maintaining oversight of the 
partnership; driving the 









Main contact between school and 
university; co-ordinating PSTs 









Co-leading one of the partnership 
activities (EU English Language 









Leading one of the partnership 
activities (PSTs teaching 
Science lessons); supervising 








Leading one of the partnership 




Individual interviews were held with each participant. While a group interview was 
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offered for ES.T1-T3, ES.C1 determined that individual interviews would best suit the 
school timetable. Individual interviews were also considered appropriate by the 
researcher, given the varied involvement of ES.T1-T3 in the partnership activities. 
It is worth noting that ES.T1, an EALD teacher, was not directly involved in any 
of the ITE related aspects of the ES-EU partnership. Even so, the researcher determined 
that it was appropriate to include her interview data in the analysis. This decision was 
made as although ES.T1 had limited connection to the EU PSTs, she was heavily 
involved in one of the partnership activities (EU English Language students visiting for 
the annual Harmony Week event) and was an integral member of the ES staff. She was 
thereby able to comment on her own involvement in the partnership and speak to the 
school’s involvement more generally as well. The decision to include ES.T1’s data in 
the analysis was also influenced by the methodology of this research project, which 
stated that no interested staff from the selected case schools were to be excluded from 
participating. 
In each interview, participants were asked questions aligned with the reasoned 
action approach (RAA) (Fishbein & Ajzen, 2010) (see Figure 25). Further details 
regarding the methods followed for data collection and case-level data analysis can be 
found in Sections 4.4 and 4.6.1. 
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Figure 25 
Use of the Reasoned Action Approach in the ES-EU Case 
The codes EU.A1-A6 are also used to denote the EU staff involved in the partnership, 
although they were not participants in this research project (see Table 10). 
  
Attitude 
• Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written Task #1] 
• How supportive are you 
of the partnership?  
[Written Task #2]  
o Extremely supportive  
o Very supportive  
o Moderately 
supportive  
o Slightly supportive  
o Not supportive  
• What do you see as the 
main benefits of the 
partnership? 
• What do you think about 













• What expectations do you 
have of your staff to be 
involved in the 
partnership?  
• Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 
Behavioural Control 
• Were you given the choice 
to participate in this 
partnership?  
• Did you give your 
colleagues the choice to 
participate in the 
partnership?  
• Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #3] 
• Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #4] 
Intention 




Activities within the ES-EU partnership: 
• ES hosts EU PSTs for PEx, and holds professional learning sessions for these PSTs 
• EU PSTs create and teach HPE lessons (on EU campus) and Science lessons (on ES site) 
to ES students 
• EU English Language students visit ES for an annual Harmony Week event 
[motivates] 
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Table 10 
Details of the EU Staff Involved in the ES-EU Partnership 
Code  Role at the university 
Responsibilities within the school-university 
partnership 
EU.A1 
Academic Director of 
PEx and lecturer in 
ITE 
Main contact between the school and university; 
oversight of PEx placements 
EU.A2 
Head of School in the 
Faculty of Education 
Maintaining oversight of the ITE program as a 
whole 
EU.A3 
Manager of the English 
Language Centre 
Leading one of the partnership activities (EU 
English Language students visiting for Harmony 
Week event) 
EU.A4 
Associate Professor in 
ITE 
Leading one of the partnership activities (PSTs 
teaching Science lessons) 
EU.A5 Lecturer in ITE 
Co-leading one of the partnership activities (PSTs 
teaching HPE lessons) 
EU.A6 Lecturer in ITE 
Co-leading one of the partnership activities (PSTs 
teaching HPE lessons) 
8.4 Results 
The results of this case study are presented below, organised according to the tenets of 
the reasoned action approach (Fishbein & Ajzen, 2010). Findings relating to the 
participants’ attitudes are presented first, drawn from all participants’ responses to the 
first two written tasks and relevant open-ended interview questions (Section 8.4.1). This 
is followed by participants’ perceptions of the social norm, drawn from all participants’ 
responses to relevant open-ended interview questions (Section 8.4.2). Finally, findings 
related to the participants’ perceived behavioural control are presented, drawn from all 
participants’ responses to the final two written tasks and additional open-ended 
interview questions (Section 8.4.3). 
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8.4.1 Attitude 
The ES participants had a nuanced but positive regard for the partnership, 
evidenced by their discussion of their attitudes and their responses to the first two 
written activities. They saw the partnership activities as a means of connecting theory 
with practice for PSTs throughout their ITE degree, which they believed was often 
missing in the traditional approach to initial teacher education. The robust nature of the 
partnership enabled ES staff to give assertive feedback to various EU staff, with the 
effect of enhancing EU offerings while protecting the needs of stakeholders. The 
participants viewed the partnership as a means of giving back to the teaching profession 
by developing the next generation of teachers, and they identified a range of benefits for 
all stakeholders. 
Participants’ responses to the first two written activities – describing and rating 
levels of support for the school-university partnership – are presented below in Table 
11. ES.T2 immediately qualified her description of the partnership, “Limited,” by 
saying, “That sounds very negative, but I would love it to be so much bigger than it is.” 
As she went on to discuss, ES.T2 was extremely supportive of the varied activities of 
the partnership, and saw them as so valuable, that she wished there could be more 
opportunities for her “and the [ES] students [to have] access to people [from the 
university] who are specialists in some field.” The other participants described the 
partnership in more recognisably positive language in Written Task #1, valuing its 




Chapter 8: ES-EU Case  Page | 198 
Corinne A. Green  Partnering in the Third Space  
Table 11 
ES Participants' Descriptions of, and Levels of Support for, the ES-EU partnership  
Code 
(Participant category) 
Description of ES-EU 
partnership 
(Written Task #1) 
Level of support for 
ES-EU partnership 
(Written Task #2) 
ES.E1 
(school executive) 
Collaborative partnership Very supportive 
ES.C1 
(in-school co-ordinator) 
Invaluable Extremely supportive 
ES.T1 
(teacher) 
Supportive and inclusive Extremely supportive 
ES.T2 
(teacher) 
Limited Extremely supportive 
ES.T3 
(teacher) 
Mutually beneficial Very supportive 
Three of the participants (ES.C1, ES.T1, and ES.T2) stated that they were ‘extremely 
supportive’ of the partnership (see Table 11). ES.E1 and ES.T3 each stated that they 
were ‘very supportive’ of the partnership, naming recent difficulties (related to the way 
that EU implemented PEx placements) as preventing them from selecting ‘extremely 
supportive’. Even so, ES.T3 acknowledged that EU have been “great… We will 
continue to work with them as best we can, I’m sure.” All participants generally echoed 
ES.C1’s comment, “I think [the partnership] is excellent.” 
Facilitating Alternative Practices in ITE 
One of the reasons that the ES participants valued their partnership with EU is related to 
the way that ES-EU collaborations facilitate alternatives to what ES staff perceived to 
be disappointing practices within traditional ITE programs. As ES.T3 complained, 
“University models that have come in over the years, to a certain extent have made it… 
Whilst I know they’re nationally driven, but they’ve taken away a lot of the practices 
that did help.” ES.T2 identified a lack of connection between theory and practice as 
typical within ITE across Australia: “It all looks too academic. You get [PSTs] who… 
always say, ‘I’ve learnt more in four weeks [on PEx placement] than I’ve learnt in three 
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years [at uni].’ And that shouldn’t be right.” Restricted opportunities for PSTs to engage 
in classroom practice, particularly early in their ITE degree, and insufficient support for 
PSTs while on PEx placements were also mentioned by participants as contributing 
factors leading to PSTs generally being regarded as underprepared for the teaching 
profession. This situation, participants noted, tends to perpetuate itself as schools grow 
more reluctant to take PSTs, thereby further narrowing PSTs’ opportunities to connect 
theory with practice in school settings. ES.T3 elaborated on this point: 
The classroom teachers are thinking [PSTs] are coming out underprepared, so… 
they’re more reluctant to actually take them, they’re less willing to stick their hand 
up and say, “I’ll have one of these [PSTs],” because the amount of work they then 
have to do is significantly greater…now than what it was ten years ago. … You 
actually have to get these [PSTs] almost from scratch, all the way up, and you’ve 
got six weeks. So they don’t want to do it, a lot of them, because it’s just too hard. 
… So now [universities are] struggling to find placements for these [PSTs]. But 
that's a national [issue]. 
Conversely, according to ES participants the ES-EU partnership provides PSTs with a 
variety of experiences in which they connect theory with practice and are immersed in 
the complexities of the teaching profession throughout their degree. As mentioned 
above, the partnership activities include professional learning opportunities within PEx 
placements, targeted observations for 1st year PSTs, and PSTs developing, teaching, 
reflecting, and evaluating a Science or HPE lesson (see Table 8). These activities were 
believed to give PSTs multiple opportunities to experience the reality of classroom 
teaching in a way that would not be accomplished through academic learning alone. 
Furthermore, the relationship between ES and EU facilitates the integration of school-
based feedback and expertise into EU’s approach, which informs EU ITE degrees and 
prevents them from succumbing to the practices that ES staff perceive as weaknesses 
within traditional ITE university programs. 
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ES Provides Assertive Feedback to EU 
A clear example of this feedback process can be seen in the recent friction in the ES-EU 
partnership with regards to the 4th year PEx placement. Under EU’s implementation 
procedures for this placement, 4th year PSTs last year completed their final five-week 
PEx placement at the end of their final semester of the degree. At the same time, the 
PSTs had coursework requirements, including an exam (scheduled within the PEx 
placement time) and the culminating Teaching Performance Assessment (TPA) (due 
one week after their PEx placement finished). As discussed in Section 3.2.2, the TPA is 
required for all PSTs across Australia in the final year of their ITE degree, connected to 
their final PEx placement, and has been designed to assess PSTs’ classroom readiness 
(Australian Institute for Teaching and School Leadership [AITSL], 2020). When 
concerns about these competing demands were raised with EU, ES staff were told to 
recommend that the PSTs take days off as needed and make them up by attending the 
school the following week. However, as ES.C1 noted, “It’s all very well if they have the 
day off, and they make that up. But when do you study for the exam? If you’re planning 
and marking the night before… I just think it’s too much.” The impact of this situation 
was clear to ES.E1: “How can they be fully immersed in what they’re doing [in the 
classroom] when they have, sitting in the background, an assignment, an exam, the 
TPA. I worry about their mental health.” This concern for the PSTs was shared by other 
teachers, such as ES.T2: 
I felt sorry for us, I felt sorry for our classroom children, and I probably felt the 
sorriest for the [PSTs]. Because they just should have enjoyed that [PEx 
placement] so much, and they just looked a wreck at the end of it. 
ES.C1 similarly felt that the TPA in particular had a negative impact on the 4th year 
PSTs’ final PEx placement, saying, “I think the TPA robbed the pre-service teachers of 
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the opportunity to engage with [ES students] at a personal level.” 
At the conclusion of the 4th year PSTs’ PEx placement, ES.C1 approached 
EU.A1 (the Academic Director of PEx at EU) to express the concerns shared by ES 
staff regarding the extraordinary pressure placed on 4th years in their final placement. 
Perceiving that it was unlikely that the timing of the placement, exams, and TPA 
submission would be rescheduled to alleviate the burden, the ES staff determined that 
they would refuse to take 4th year PSTs for the foreseeable future. While EU was “pretty 
disappointed with the decision” (ES.C1), the ES staff were clear that they did not want 
“to be part of something that we felt was really quite unfair” (ES.T3). In lieu of taking 
fifteen 4th year PSTs as they had done in the past, ES instead hosted fifteen 3rd year 
PSTs for their PEx placement this year. ES.C1 happily reported that “the teachers are 
really enjoying having [3rd year PSTs]” owing to the decreased pressure and the more 
relaxed relationships that can develop during the 3rd year PEx placement. 
Desire to Give Back to the Teaching Profession 
The reason why ES staff want to reinforce the partnership, despite the challenges 
recently faced, was articulated by ES.T3 when he said, “It’s really because we want [the 
PSTs] to be good when they get out [into the teaching profession]. There’s nothing 
worse than being out unprepared.” Both ES.T3 and ES.E1 elaborated on the point that 
those in the teaching profession should be supporting PSTs to develop into the next 
generation of quality teachers. ES.E1 reflected on the responsibility involved: 
You need to ask yourself: Would you want this person teaching your child? And if 
the answer is no, what are you going to do about it? I think we need to keep 
building up the profession… We have to be part of that, not just step back and let 
other people do that. 
Similarly, ES.T3 said, “If you’re not trying to help [PSTs] come through, then really, 
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you’ve given up. And if you’re going to be like that, get out. Seriously.” In this, he 
demonstrated his firm belief that all teachers have an obligation to contribute and give 
back to the teaching profession through working with PSTs. 
Benefits Associated With the ES-EU Partnership 
When considering the varied activities of this partnership, the ES participants freely 
admitted to a range of benefits for all involved. They saw the primary benefit for the 
PSTs to be the chance to engage in genuine classroom experiences with real students 
who “can actually cause a bit of carnage!” (ES.T3). By incorporating the PSTs into all 
aspects of school life – staff meetings, collaborative planning, setting up the classroom 
at the beginning of the year, teaching educative lessons – the partnership activities were 
seen to be “invaluable for the pre-service teachers” (ES.C1).  
One of the key benefits for the ES staff was the inherent requirement that they 
articulate the reasoning behind their practices to the PSTs in their classrooms. This was 
very important to both ES.C1 and ES.E1, as engaging in reflection ensures teachers 
make active decisions rather than falling back on “Oh, because this is how we always do 
it” (ES.C1).  
Regarding the students at ES, the partnership provided them with aspirational 
experiences that they might not otherwise have. This was quite important to the ES 
participants, who valued the way that visiting the EU campus (or having EU students 
visit ES) often led to ES students saying, “‘When I go to uni…’ rather than ‘If…’” 
(ES.C1). This was particularly important for the teachers given the context of ES in a 
community with low education attainment, as ES.T3 made clear: “[Further education] is 
something we need to keep pushing as an option.”  
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Despite the difficulties encountered regarding 4th year PSTs’ PEx placements, it 
was clear that the ES participants held positive attitudes towards the partnership. They 
saw it as an important part of their role within the teaching profession, both for the 
development of their students and that of the next generation of teachers. 
8.4.2 Social Norm 
Within the ES context, taking part in various partnership activities was common for all 
the staff in some capacity. For instance, all classroom teachers hosted 1st year PSTs for 
their observations, and most classrooms would have at least one PST on PEx placement 
at some point during the year. Even specialist staff such as ES.T1 and her EALD 
colleagues, who were not directly involved in PEx placements, were still engaged in 
other recurring partnership activities like the Harmony Week event for EU English 
Language students. The participants spoke about how their involvement in the 
partnership was expected as part of the ES culture, while also remaining voluntary. 
Beyond ES, however, there was limited knowledge of whether other schools were 
involved in similar partnerships with the university. 
School Culture 
All five ES participants discussed the school culture as being one where their 
involvement in the various partnership activities was essentially a given. This was 
reflected in the following independent comments: 
There’s definitely a culture of, ‘This is what we do at [ES]’. (ES.E1) 
I think it’s ingrained in the culture now. (ES.C1) 
It is just expected as part of our role. (ES.T1) 
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Right from when I first came here it seemed to be part of the school that you took 
[PSTs]… It’s part of the school. (ES.T2) 
It just becomes, just what you do. (ES.T3) 
This strong sense of school culture regarding the partnership has been sustained by 
consistent staffing over a long period of time, coupled with a supportive leadership 
team. ES.T3 noted that in recent years, “there hasn’t been a significant turnover of 
staff.” He went on to explain that the one or two new staff each year tend to adopt the 
ES culture, with “the new staff coming through thinking… ‘This is what everyone does 
here… Okay, that’s what we do then, I’ll jump on board.’” This was true too of ES.E1, 
said ES.T3: “[ES.E1] came in and [the ES-EU partnership] was already part of the 
culture… She sees the value with it, so she keeps driving it.” Alongside ES.E1, ES.C1 
has high expectations of her fellow ES staff: “I expect you’d have [a PST]. And… quite 
often I think, if it is that black-and-white, ‘I just expect you to have one,’ most people 
(unless there’s a good reason) will have one.” However, ES.C1 did question the 
sustainability of this situation, pondering, “If I retire and someone else comes in that 
didn’t have the expectation, I’m not sure how many of the teachers would jump up and 
down and say, ‘We want one.’” While ES.C1 believed that ES staff would report being 
happy to be involved in the partnership, it was apparent that the driving force behind 
that involvement resided within the school leadership. 
Voluntary Involvement in ES-EU Partnership 
In tandem with these expectations of involvement were the acknowledgements of all 
participants that their involvement was voluntary. ES.E1 was emphatic about this point: 
“If someone said to me, ‘I’m not having [a PST],’ I won’t say to them, ‘Well, yes you 
are!’ There’s absolutely no way I would do that.” ES.T2 similarly noted, “Look, you 
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could pull out, yes. You could definitely say, ‘I just don’t want to do it.’ Definitely. 
There would be…nothing would be wrong with that.” The balance between 
involvement being assumed or expected, and being voluntary, was demonstrated in 
ES.T3’s light-hearted response to whether being involved in partnership activities is 
normal at ES: “Well, [ES staff] don’t get a choice… I say they don’t get a choice; the 
teachers here do get a choice. But, because it’s almost part of the culture…” These 
apparently duelling positions, where involvement is assumed and expected yet 
voluntary, were demonstrative of a nuanced approach that was resoundingly supported 
by all ES participants. 
Limited Knowledge of Partnerships Beyond ES 
When comparing ES to other schools in the area, ES.E1 and ES.T1 recognised the ES-
EU partnership to be quite unusual. ES.E1 noted that “We’re sort of known for the 
school that has a lot of [PSTs]… I don’t hear anyone really talking about the 
partnership… We’re in a very fortunate position.” ES.T1, who had been at ES for the 
shortest amount of time (4 years) made a clear distinction between ES and her previous 
schools: “I think [being in the partnership] is totally normal here, whereas at other 
schools I hadn’t experienced it at all.” However, the other three participants (ES.C1, 
ES.T2 and ES.T3) had no idea whether other schools might be in similar third space 
partnerships with EU or any other university. As ES.T3 protested, “I’d hate to…answer 
that, because… the answer I give would be a bit ignorant.” He noted that PEx 
placements are distributed widely amongst schools, and that two nearby schools had 
been involved with some activities (such as the original iteration of the Harmony Week 
activities on the EU campus), “but as far as a relationship on a more… I don’t know.” 
ES.T3’s response was echoed by ES.C1 and ES.T2, making clear that ES is unique and 
 
Chapter 8: ES-EU Case  Page | 206 
Corinne A. Green  Partnering in the Third Space  
was not following a precedent set by other schools with their school-university 
partnership. 
8.4.3 Behavioural Control 
With regards to the partnership as a whole, the ES participants were clear that they 
retained the autonomy to choose whether or not ES would continue being involved in 
the partnership. ES.E1 made clear that “I haven’t felt pressured to continue,” while 
ES.T3 detailed the open and ongoing conversations between ES and EU staff regarding 
the continuation of various activities. In fact, the “whole-school decision” (ES.T2) to 
not take 4th year PSTs for PEx placements demonstrates both ES’s assertiveness within 
the partnership, and their autonomy to be involved (or not) in certain activities as they 
see fit. 
The ES participants went on to explore the factors that help and support their 
involvement, as well as the factors that hinder or prevent their involvement. These 
factors, along with visual representations (generated using the methods described in 
Section 4.6.1), are detailed below. As discussed in Section 4.6.1, some participants gave 
multiple responses within the same theme. These instances are clearly marked on the 
figures below and explained in detail in the accompanying prose. 
Factors That Help/Support Involvement 
ES participants detailed a range of factors that help or support their involvement in the 
partnership (see Figure 26). Of these, the two most important factors (cumulatively) 
were related to relationships: with leaders at ES, and with EU staff. As ES.T3 stated, 
“Most great things that happen depend on good relationships with other people.” The 
opportunities provided for ES staff to give feedback to EU, by virtue of the partnership, 
were also highly important to the ES leaders (ES.E1 and ES.C1). 
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Figure 26 
Factors That Help/Support ES Participants' Involvement in the ES-EU Partnership 
The school leadership, as named by participants as key factors supporting their 
involvement in the partnership, include the school principal (ES.E1), the in-school co-
ordinator (ES.C1), and the ES staff responsible for organising varied partnership 
activities from the school end (e.g., ES.T1 and the EALD team with the Harmony Week 
event; ES.T2 with the Science lessons; ES.T3 with the HPE lessons). ES.T3 
acknowledged the critical nature of ES.E1’s support: “If you don’t have that [support] at 
the very top, then it becomes a battle for anyone else who does think it’s really 
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important…. I think if we didn’t have the support from [ES.E1], it would be: full stop.” 
However, ES.E1 was quick to note the work of a range of staff, saying, “I think if I 
didn’t have a big leadership team, we wouldn’t be doing it… Let’s rephrase that. I could 
do it, in a watered-down version. I wouldn’t be able to do what [ES.C1 and other ES 
staff] do.” For ES.T1, supportive personnel at ES included the EALD team with whom 
she co-leads the Harmony Week events (Priority 2) and senior staff at ES, referring to 
ES.E1 and ES.C1 (Priority 3). ES.C1 clearly played a crucial support role for the ES 
teachers with regards to the partnership activities, with ES.T2 saying, “The fact that 
[ES.C1] takes it all on, she does everything… we all know what’s happening… and I 
don’t have to think about it… so it’s not a burden on us.”  
All ES participants mentioned the support of various staff at EU regarding the 
partnership. ES.E1 appreciated the support EU provided for extraordinary 
circumstances during PEx placements: “If things aren’t going well… not necessarily 
just [PSTs] underperforming; if someone is ill or if somebody has something tragic 
happen… they will come and support that student and support us with supporting that 
student.” ES.C1 reflected on how the initial partnership was built upon the familiar 
relationships she had with EU staff many years ago, noting that her relationships with 
current EU staff was somewhat more professional and formal. Even so, ES.C1 remarked 
that EU staff are responsive to ES needs. She gave the example of a visit from EU.A2 
(the EU Head of School for the Faculty of Education) who came to ES with some 
colleagues “to hear what [ES] teachers had to say… I didn’t feel like it was to check on 
whether I got it right or not, but more about valuing… what’s happening at the 
coalface” (ES.C1). 
The teachers each spoke about activity-specific EU staff that they have 
interacted with who have made it very easy for them to be involved in those activities. 
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ES.T1 reported that EU.A3 in the EU English Language Centre drives the ongoing 
Harmony Week event because “he’s realised in the past, when we visited, how great it 
was, and didn’t want it to stop.” For ES.T2, co-leading the Science lesson activity was 
simple because of EU.A4’s organisation: “A lot of it was [EU.A4]… It was organised, 
understood what they were doing… and I was fully informed all the time. So that was 
really good.” Similarly, activities where ES.T2 has participated alongside her students, 
such as the HPE lessons, have run smoothly because “the person [at ES, that is, ES.T3] 
that organises [the activity] is totally organised, and the people [from EU, that is, 
EU.A5 and EU.A6] are totally organised… It all just works as it’s supposed to.” ES.T3 
noted that, although he hadn’t assigned it a high priority in Written Task #3, 
relationships with EU staff were “still pretty vital” to the ES-EU partnership.  
The opportunities provided through the partnership for ES to give feedback to 
EU were clearly very important to ES.E1 and ES.C1, both of whom gave multiple 
responses related to this theme. ES.E1 noted that, “in more recent times, [EU] have 
provided more opportunities for feedback” (Priority 1) and that EU are listening. This 
was in part, ES.E1 suggested, due to ES.C1’s passion: “[ES.C1] is a bright woman. 
She’s a deep thinker, and she would challenge some of [EU’s] thinking. So, they would 
have had to really… consider what she was saying… [ES.C1] will keep going. She’s 
deeply committed to this.” For ES.C1, it was clear that EU “do listen, and even if it is 
too hard and too big, they don’t brush it off” (Priority 2). She was also glad for the 
times when she had been invited to “share ideas with the actual stakeholders, rather than 
someone who listens to me on the phone then puts me on to the next person, and I have 
to repeat myself… If I’m whinging about something, they can actually do something 
about it” (Priority 3). These two factors were linked for ES.C1: “There’s no good being 
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invited to a meeting with people that are stakeholders, if they’re not going to listen to 
what you say.” 
Factors That Hinder/Prevent Involvement 
When considering the factors that hinder or prevent their involvement in the 
partnership, ES participants named a range of offerings (see Figure 27). 
Overwhelmingly, the most important factor for the ES teachers was the time required 
for their involvement. The heavy pressure imposed upon 4th year PSTs during their PEx 
placement – due to the competing demands for PSTs of the TPA and exams, alongside a 
teaching load – was named by ES.E1, ES.C1 and ES.T3 as a significant factor that 
could hinder or prevent their involvement in the partnership. 
 
Chapter 8: ES-EU Case  Page | 211 
Corinne A. Green  Partnering in the Third Space  
Figure 27 
Factors That Hinder/Prevent ES Participants' Involvement in the ES-EU partnership 
For the three ES teachers, the time required to establish and implement partnership 
activities presented a potential hindrance to their involvement. ES.T2 lamented the lack 
of time that she had to initiate activities or relationships with EU staff, saying, “If I had 
more time, I would initiate more, I know I would” (Priority 1). Coupled with this 
statement was her expressed difficulty in finding relevant contact information through 
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the EU website (Priority 2).  
Conversely, ES.T1 and ES.T3 recognised that the time required when 
implementing various partnership activities could be potentially burdensome. 
Organising the school-end of these activities was an additional task on top of an already 
busy teaching and administration workload for ES.T1 (Priority 3). Additionally, ES.T3 
discussed that even though the campus is close to the school, and therefore the travel 
time is minimal, visits to EU do still result in onerous disruptions to the school 
timetable. ES.T1 pointed out that in the busyness of school life, the partnership 
activities may be dismissed in favour of school-only activities (Priority 1): “[ES] is a 
really really busy school… And it’s just another thing added, so often it’s like, ‘What 
can we get rid of? Let’s not do [the partnership activities] then, because we don’t really 
need to do that.’” While the time required was not enough to prevent their involvement 
altogether, the teachers did see it as a possible hindering factor impacting their future 
involvement. 
The other main factor mentioned by ES participants, which had prevented ES’s 
involvement in one aspect of the partnership, was related to the pressure they saw 
placed on 4th year PSTs during their final PEx placements. The primary concern of ES 
staff with regards to this issue was the mental health and wellbeing of the PSTs, with 
ES.E1 admitting, “our heart breaks sometimes, because we can see the pressure [the 4th 
year PSTs] are under.” This factor was listed as Priority 1 for ES.E1, ES.C1, and ES.T3, 
with all three identifying the TPA as an element that exacerbated the situation. The 
implementation of this major culmination assessment task was labelled by ES 
participants as “bizarre” (ES.T3) and a “shemozzle” (ES.T2), and led to some PSTs 
coming into the school during their placement while they were sick so as to preserve as 
much time as possible after their placement to focus on the TPA. While ES participants 
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wanted PEx “to be a complete experience for [PSTs]” (ES.E1), reflecting the realities 
and workload of the teaching profession, they expressed concern for the financial 
pressures (as PSTs may be unable to work during PEx, but still needed to pay bills) and 
academic pressures (such as completing exams and the TPA within or soon after their 
PEx placement). ES.C1 lamented that, “for some of [the PSTs], it just might be too 
much”. Because they did not see EU changing these practices – while also recognising 
that “change [isn’t] easy at a university level, because there are so many interlocking 
factors” (ES.C1) – ES withdrew their support for 4th year PEx placements. However, as 
ES.T3 noted, “that’s only a small component of the relationship,” and this action did not 
have overarching impacts on the partnership as a whole. 
8.5 Discussion 
The participants in this case have spoken with discernment about the partnership 
between Eucalyptus Primary School and Emu-bush University. They have revealed that 
their involvement in this partnership has been motivated by the supportive school 
leadership (Section 8.5.1), the specific context of their school (Section 8.5.2), and the 
way that partnership activities can integrate theory with practice (Section 8.5.3) (see 
Figure 28). Although there had been friction at times, particularly regarding the burdens 
placed on 4th year PSTs during their final PEx placement, “the people here are pretty 
receptive, pretty positive about any of those [partnership activities]. We’ve got a good 
staff, and again that comes back to the culture of the place, that they take on these things 
really well. They don’t see them as a negative at all, it’s just another positive 
experience… to have a go at” (ES.T3). 
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Figure 28 
Summary of the ES-EU Case Results Aligned With the Reasoned Action Approach 
8.5.1 School Leadership 
The leadership structure at Eucalyptus Primary School has resulted in the strategic 
distribution of responsibilities within the school-university partnership. While ES.E1 
drives the direction of the school overall, there are multiple staff members (or small 
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teams of staff members) that operate as teacher leaders and manage various partnership 
activities, such as ES.T1 and the EALD team with the Harmony Week event, and ES.T2 
and ES.T3 with PSTs teaching Science and HPE lessons (respectively). This approach 
not only facilitates the breadth of ES-EU partnership activities, it also empowers 
teachers to take on influential roles and pursue opportunities for meaningful 
involvement in their work (Hallinger & Kulophas, 2020; Lovett, 2017; D. Nguyen et al., 
2019). As a middle leader, ES.C1 operates as the main champion for the school-
university partnership, providing cohesion and collegiality across the broad range of 
partnership activities (Hitt & Tucker, 2016; Louws et al., 2020). This aligns with Hitt 
and Tucker’s (2016) unified model of effective leader practices, as ES.E1 establishes 
the vision for the school and sets overall goals and expectations for ES staff. ES.E1 
operates in tandem with ES.C1, who communicates the school-university aspects of the 
school vision and creates a supportive organisation for learning through high 
expectations, sharing and distributing leadership, and the strategic allocation of 
resources. 
The stability of staff in formal leadership roles at ES is significant, particularly 
considering the location of the school (in an inner regional area) and socio-economic 
status of the area (with an Index of Relative Socioeconomic Advantage and 
Disadvantage score of 1 out of 10) (ABS, 2016; ACARA, 2019). Downes and Roberts 
(2018) found that schools in regional, rural, and remote areas tend to have high staff 
turnover in leadership positions, and that short-term leadership positions can prevent 
sustainable leadership and school improvement efforts. Similarly, Yan (2020) asserts 
that schools serving low-income areas have higher principal turnover rates. In contrast, 
ES.E1 has held the position of ES Principal for 14 years, giving substantial longevity 
and stability to the ES leadership. Other ES staff members, including ES.C1 and ES.T3 
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(both of whom hold deputy principal roles), have also spent significant periods of time 
at ES. During their time at ES, these leaders have continually sought new opportunities 
to re-energise themselves and their colleagues, such as through the dynamic ES-EU 
partnership. These leaders have been able to set and realise long term visions for ES, 
with positive effect on the school culture, teacher engagement, and student achievement 
(Carney et al., 2019; Downes & Roberts, 2018; Mascall & Leithwood, 2010; Yan, 
2020). 
8.5.2 School Context  
Recognising the context of the ES locale – regional area, low socio-economic 
background, and low levels of parent education attainment (Australian Bureau of 
Statistics, 2016; Edwards & McMillan, 2015; Wilks & Wilson, 2012) – ES participants 
valued the way that the ES-EU partnership activities encouraged ES students to develop 
aspirational goals of further education. Of the ten characteristics of effective university 
outreach programs that Gale et al. (2010) identified, the ES-EU partnership aligns with 
four: early intervention, collaboration, cohort-based, and familiarisation/site 
experiences.  
Early intervention includes making links between universities and primary 
schools, like the ES-EU partnership, rather than reserving these connections for the later 
stages of high school. Early intervention has positive impacts on students’ academic 
achievement patterns, aspirations, and subject selection (Gale et al., 2010; Wilks & 
Wilson, 2012). The collaboration inherent within the ES-EU partnership, with activities 
like the Harmony Week event and PSTs teaching HPE lessons being developed and 
implemented through reciprocal feedback, ensures that the needs of all stakeholders are 
considered (Gale et al., 2010). The cohort-based approach taken by ES, where “if we 
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were going to go to the uni… we would all get that opportunity, it’s not just one class” 
(ES.T2), works to “change peer cultures at the same time as it supports individuals” 
(Gale et al., 2010, p. 85). Finally, the multiple opportunities that ES students have to 
interact with EU students and visit the EU campus gives them the chance to become 
familiar with “what the university looks like, how it operates, and what it means to be a 
student in that context” (Gale et al., 2010, p. 85). As ES.T1 noted, the Harmony Week 
events enabled ES students to “see that there’s a bigger world out there, that you can go 
to university, and that even if you’re still learning English there’s a way to go to 
university.” Through these four characteristics, the ES-EU partnership set a foundation 
for ES students’ aspirations of further education (Australian Government Productivity 
Commission, 2019; Gale et al., 2010; Wilks & Wilson, 2012).  
8.5.3 Integrating Theory With Practice in ITE 
Dualistic approaches in ITE where “antagonistic ideas that ‘theory’ and ‘practice’ are 
rivals and of different value” (Björck & Johansson, 2018, p. 1) are problematic yet 
common within initial teacher education (K. O. Mason, 2013; Zeichner, 2010). In 
contrast, third space school-university partnerships provide valuable opportunities for 
the PSTs involved to observe reciprocal and intrinsic relationships between theory and 
practice (Björck & Johansson, 2018; Zeichner, 2010). This is evident at Eucalyptus 
Primary School through a range of partnership activities, such as the professional 
learning sessions provided for PSTs during their PEx placement, conversations between 
PSTs and ES teachers where they “articulate their practice… in an authentic context” 
(ES.C1), or the Science lessons that PSTs developed with explicit guidance from EU.A4 
and then taught to ES students. As with other similar partnerships around Australia and 
internationally, the ES-EU partnership facilitates PSTs to integrate theory with practice 
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and thereby develop a more comprehensive understanding of the teaching profession 
(Björck & Johansson, 2018; Green, Tindall-Ford, & Eady, 2020a). 
While school-university partnerships can offer opportunities for theory-practice 
connections at the subject-, program- or institution- level, initiatives like AITSL’s 
(2019) TPA seek to achieve this at a systemic, national level (Charteris, 2019; Stacey et 
al., 2020). However, the policy impetus to generate classroom-ready teachers may have 
led to the premature implementation of the TPA at the expense of authentic experiences 
for PSTs. ES.T3 declared that the TPA “was very poorly executed and put in place”, 
while ES.C1 described the process as “big picture thinking for a school where there’s 
been no professional learning on it”. This echoes the findings of a systematic literature 
review conducted by Stacey et al. (2020) discussing uncertainty around “the various 
roles of schools, principals and teachers, and the kind of support they a) could and 
should be given, and b) could and should give [regarding the TPA]” (p. 7). Further 
criticism of TPAs in the literature and experienced by ES staff sees PSTs’ focus on PEx 
placements narrowed “from pedagogical experimentation and exploration, to test 
preparation” (Charteris, 2019, p. 244). As a result of the intense pressure ES staff saw 
being placed on PSTs in their final PEx placement, coupled with a sense that EU staff 
were unable to make the changes that ES believed were needed, ES withdrew their 
support for 4th year PST PEx placements. It is ironic that the TPA, intended by AITSL 
(2019) to be a tool connecting PSTs to school environments and raising the quality of 
graduate teachers, has instead driven a wedge into the ES-EU partnership. Even so, the 
partnership is clearly robust and endures through other activities despite this “real 
hiccough” (ES.C1). 
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Chapter Summary 
This chapter has discussed the findings from the school-university partnership between 
Eucalyptus Primary School and Emu-bush University. This partnership has evolved 
over the past thirty years, and now includes a variety of activities that provide authentic 
learning experiences for PSTs and other EU students as well as building aspirations for 
further education in ES students. The partnership is championed by the in-school co-
ordinator (ES.C1), with delegated responsibility shared by teachers and a supportive 
school culture. The robust nature of the partnership enables ES staff to give assertive 
feedback to various EU staff, with the effect of enhancing EU offerings while protecting 
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It’s going to encourage best practice overall – not just from you, but from them as 
well. It reminds you about things that you’re really passionate about, why you got 
into [teaching]. 
(Classroom teacher at Bottlebrush Independent School – BS.T2) 
 
Chapter Overview 
The purpose of this chapter is to share the findings from the school-university 
partnership between Banksia University (BU) and Bottlebrush Independent School 
(BS). In this case, the school staff’s involvement in the partnership was sustained by the 
benefits they have witnessed (including reflective practice opportunities for BS 
teachers, diverse classroom experiences for PSTs, and enhanced teaching and learning 
practices for BS students), the support of the school leadership, and the respect shared 
between the two institutions.  
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9.1 Context of Bottlebrush Independent School and 
Banksia University 
Bottlebrush Independent School is a K-12 non-government school located in a major 
city in NSW. It is located in an area of relative advantage, with a score of 6 out of 10 on 
the Index of Relative Socio-economic Advantage and Disadvantage (IRSAD) 
(Australian Bureau of Statistics [ABS], 2016). Across the whole school (K-12), there 
are 116 teaching staff and 1150 students. The partnership described in this chapter is 
affiliated with the primary (K-6) section of the school, which caters to 650 students.  
Located 500m away from Bottlebrush Independent School is the Banksia 
University campus with which BS has partnered. Banksia University is a private 
university with four campuses across Australia, including two in NSW. The Bachelor of 
Primary Education program at the campus in question has a cohort of 60 pre-service 
teachers each year. This BU campus is located in an area of advantage, with an IRSAD 
score of 9 out of 10 (ABS, 2016). 
9.2 Context of the BS-BU Partnership 
The partnership between Bottlebrush Independent School and Banksia University 
facilitated a range of activities that connected pre-service teachers (PSTs) to the school 
environment, including having PSTs volunteer at the school, BS staff teaching BU 
course content in the school setting, and BS.E1 providing additional support to PSTs 
and supervising teachers during Professional Experience (PEx) placements for those at 
BS and surrounding schools. The location of BS, in the centre of a major city, has given 
them access to a variety of different universities, with whom they have chosen to 
partner for various research projects and educational programs. 
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The BS-BU partnership began approximately seven years ago when the BS in-
school co-ordinator and a BU academic began discussing their perceived needs (from 
both the school and university perspectives) to facilitate PSTs spending more time in the 
classroom. Together they sought to establish an intentional partnership that could 
complement the substantial amount of Professional Experience (PEx) opportunities 
already integrated in the BU initial teacher education (ITE) program. Pursuing this 
venture is a key part of the in-school co-ordinator’s responsibilities as the BS Primary 
Studies Co-ordinator. In this role, she seeks to develop local, state, national and 
international connections with other institutions, organisations, and individuals. 
There are three key activities associated with the BS-BU partnership with 
regards to developing PSTs to be ready for the teaching profession. The first of these 
was based in the BU academic’s research into PST’s maths anxiety, and involves PSTs 
volunteering at BS for a period of at least a term in the school. School staff vet the PSTs 
prior to their first visit to confirm their commitment to the program, establish open 
communication between the PST and BS, and ensure the PSTs will act as professionals. 
The focus of the PSTs’ time in the schools, as well the frequency and duration of their 
visits, is negotiated between the PST and school staff. The PSTs may spend their time 
simply observing classroom activities or choose to become involved in small group 
activities or whole class instruction. There are no assignments or reports associated with 
these voluntary PST visits. 
In addition to these voluntary visits, PSTs participate in BU subject tutorials 
taught by BS teachers. These tutorials are held on the school grounds after school hours, 
which is facilitated by the close proximity of the school to the university campus. By 
holding the tutorials in a school classroom, PSTs are given the opportunity to learn 
course content in situ. In some instances, PSTs with additional questions arising from 
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tutorial content have been invited to volunteer at the school to see the classroom 
implications of their coursework. In this way, the partnership activities interact and feed 
into one another. 
Finally, BS is a host for approximately half a dozen PSTs from BU for 
Professional Experience (PEx) placements throughout the year, which range from 2-10 
weeks in duration. BU has established a school-based role within their PEx program, to 
provide additional support to teachers and PSTs in a cluster of schools. The deputy 
principal at BS has undertaken this role for BS and other schools in their area, which 
provides another point of connection between BS and BU. As part of this role, he 
deliberately sets aside time to meet with PSTs at BS and surrounding schools during 
their PEx placement so that he can observe them teaching a lesson and help them set 
goals for their remaining time in the school. BU has provided professional learning 
courses focused on effective lesson observations and providing useful feedback to 
PSTs, to assist those in this role. 
In addition to partnering with BU in these ways, BS staff have also been 
involved in relationships with several other universities in their local area and further 
afield. Their location in the centre of a major city gives them access to several different 
universities, with whom BS have partnered for various research projects and educational 
programs (for both school students and teachers). A few BS teachers, including the 
Deputy Principal, teach into the PST coursework at Orchid University which is located 
20km away from BS. Staff and students from the School of Education and the School of 
Architecture at Melaleuca University (located 650m away from BS) were involved in 
co-designing BS’s new learning spaces, and BS has also provided the context for a few 
assignments within PST coursework at Melaleuca University. From an international 
standpoint, BS has hosted PSTs from America (through Foxglove University) and 
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Canada (through Goldenrod University). BS staff viewed the range of partnerships that 
they have engaged with as fluid and evolving over time, with the partnerships 
maintained as long as they were suited to BS’s needs. 
Shortly prior to data collection for this research study, the BU academic who 
helped establish the BS-BU partnership resigned from his position at Banksia 
University. His successor at BU was keen to maintain the partnership with BS, and at 
the time of data collection she had been engaging in conversation with the in-school co-
ordinator about how they might work collaboratively to modify the partnership 
activities going forward. Both the school and the university anticipated that the 
partnership would continue, despite the change in personnel. 
9.3 Participants in the BS-BU Case 
The participants in this case were the deputy principal (BS.E1), the in-school co-
ordinator (BS.C1), and two teachers (BS.T1, BS.T2). The roles and responsibilities of 
each participant with regards to the BS-BU partnership are detailed in Table 12 below. 
The codes BU.A1 and BU.A2 are also used to denote the two BU academics involved in 
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Table 12 




















Maintaining oversight of the 
partnership and its activities; 










Main contact between school 
and university; co-ordinating 









Lecturer and tutor within the 
PST’s BU subjects; 
supervising and mentoring 









Supervising and mentoring PSTs 
while at the school for various 
activities 
Individual interviews were conducted with BS.E1 and BS.C1, and a group interview 
was held with BS.T1 and BS.T2. In each interview, participants were asked questions 
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Figure 29  
Use of the Reasoned Action Approach in the BS-BU Case 
9.4 Results 
The results of this case study are presented below, organised according to the tenets of 
the reasoned action approach (Fishbein & Ajzen, 2010). Findings relating to the 
participants’ attitudes are presented first, drawn from all participants’ responses to the 
Attitude 
• Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written Task #1] 
• How supportive are you of 
the partnership?  
[Written Task #2]  
o Extremely supportive  
o Very supportive  
o Moderately 
supportive  
o Slightly supportive  
o Not supportive  
• What do you see as the 
main benefits of the 
partnership? 
• What do you think about 













• What expectations do you 
have of your staff to be 
involved in the 
partnership?  
• Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 
Behavioural Control 
• Were you given the choice 
to participate in this 
partnership?  
• Did you give your 
colleagues the choice to 
participate in the 
partnership?  
• Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #3] 
• Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three.  
[Written Task #4] 
Intention 




Activities within the BS-BU partnership: 
• BS PSTs volunteer at BS for at least a term throughout the school year 
• BS teachers lead BU subject tutorials on the school grounds, after school hours 
• BS hosts BU PSTs for PEx; BS.E1 is the school-based PEx liaison for the region 
[motivates] 
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first two written tasks and relevant open-ended interview questions (Section 9.4.1). This 
is followed by participants’ perceptions of the social norm, drawn from all participants’ 
responses to relevant open-ended interview questions (Section 9.4.2). Finally, findings 
related to the participants’ perceived behavioural control are presented, drawn from all 
participants’ responses to the final two written tasks and additional open-ended 
interview questions (Section 9.4.3). 
9.4.1 Attitude 
In each interview, participants were asked to briefly describe and rate their level of 
support for the school-university partnership between BS and BU (see Table 13). All 
participants stated they were ‘extremely supportive’ of the partnership, and as BS.T1 
went on to say, “I really enjoy it, and I’m really happy to be involved”. Their 
descriptions of the partnership alluded to the benefits it afforded to all involved. 
Elaborating on their attitude towards the partnership more broadly, participants also 
commented on how it enabled them to fulfil their responsibility to the teaching 
profession beyond their school, as well as noting the robust nature of the partnership. 
Table 13 
BS Participants' Descriptions of, and Levels of Support for, the BS-BU Partnership  
Code 
(Participant category) 
Description of BS-BU 
partnership 
(Written Task #1) 
Level of support for 
BS-BU partnership 
(Written Task #2) 
BS.E1 
(school executive) 





Reciprocal benefit Extremely supportive 
BS.T1 
(teacher) 
Evidence/research based pedagogy Extremely supportive 
BS.T2 
(teacher) 
Mutual learning experience; a way 
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There were three main beneficiaries of the partnership that the participants detailed: 
teachers, PSTs, and school students. For teachers, involvement in the partnership 
facilitated reflection and “encourages best practice [in the classroom because] you have 
someone else that you want to show the best of the best to” (BS.T2). As part of her role 
as a tutor and lecturer within PST coursework, BS.T1 noted that teaching a different age 
group (adults, instead of kindergarteners) and being “in an environment where you’re 
being exposed to a lot of new ideas and creative thought” with regards to current 
research literature had also expanded and improved her own teaching practices. BS.E1 
found the benefit to teachers “hard to measure”, although he did see the fact that “all of 
those teachers who have had significant engagement with BU are [now] in leadership 
roles across the primary school” as indicative of the impact the partnership had on BS 
staff. 
The partnership activities also had a clear impact on PSTs and school students, 
according to the participants. PSTs, particularly those involved in volunteering at BS, 
were able to spend time in a range of classrooms and see how different teachers cater 
for the varied needs of their students. BS.C1 spoke of the development she had seen in 
the PSTs over time, saying of one PST “It’s just been amazing to watch her blossom as 
a teacher, to watch her confidence.” She also noted that school student outcomes have 
improved through each of the partnership activities. BS.T1 echoed this point, stating 
that although the benefit to school students might not be direct, she still saw the impact 
through the enhanced teaching practices of both teachers and PSTs as a result of the 
school-university partnership. 
When discussing his attitude towards the BS-BU partnership, BS.E1 frequently 
broadened his view to school-university partnerships in general. His strong level of 
support for these initiatives was tied to his passion for facilitating smooth transitions for 
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PSTs between their university studies and the teaching profession. He saw this 
transition period as necessarily a shared responsibility between the tertiary and school 
sector, and has thereby been encouraged by universities increasingly “engaging 
practitioners… to teach the practical components… and then still having that strong 
academic and scholarship [aspect] through the academic staff.” When he did focus on 
the BS-BU partnership, BS.E1 still saw the bigger picture of the benefit to the 
profession, reiterating “the fact that it’s not just about some benefit to [this] school. You 
have to look at it as the profession.” This responsibility to give back to the teaching 
profession, and the opportunity to do so through this school-university partnership, was 
a frequent discussion point between BS.E1 and his staff. His proactive attitude was 
clear: “Like all professions, [the teaching profession] is only as powerful as people’s 
commitment to them. It’s no good sitting around saying, ‘Young teachers are this, that, 
and the other.’ Do something about it then!” (BS.E1). Being involved in the school-
university partnership, and promoting it amongst his colleagues, was how BS.E1 
ensured he was making a positive contribution to the teaching profession. 
An interesting element of the BS-BU partnership was that a few months before 
these interviews were conducted the key academic at BU (BU.A1) left his role at the 
university. His academic position was filled by BU.A2, who had entered into initial 
discussions with BS.C1 regarding the future of the BS-BU partnership around the time 
of this study’s interviews. Despite this shift in key personnel, which BS.E1 recognised 
could have a significant impact, BS.C1 believed the strength of the partnership could be 
maintained. She saw the partnership as being resilient and flexible, although the 
activities they implement going forward may change. Given BU.A2’s interest in 
Creative Arts and Humanities (compared to BU.A1’s focus on Maths), the partnership 
may begin to explore “how the creative arts can help engage and motivate students” 
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(BS.C1). Embracing this shift in key personnel and transformed focus demonstrated the 
robustness of the BS-BU partnership. 
9.4.2 Social Norm 
While involvement in the school-university partnership seemed quite normal to the 
participants, they did note that their involvement could be perceived as unusual to those 
beyond Bottlebrush Independent School. They acknowledged that such partnerships are 
increasingly being implemented beyond BS (not withstanding some logistical barriers), 
and recognised the supportive school culture in which they operated at BS.  
When asked about the expectations that staff be involved in the partnership 
activities, all participants declared that they neither exerted nor felt under pressure to be 
involved. BS.E1 explained that while staff are “certainly encouraged” to be involved in 
partnership activities, “we will never force somebody into that kind of thing”. This can 
be understood in tandem with BS.C1’s assertion that “the culture of the school is highly 
supportive” of the partnership between BS and BU, as well as partnerships with other 
institutions. BS.T1 wondered whether the culture was a result of BS developing 
motivated teachers, or if it was that the school board was more likely to hire motivated 
teachers – “It’s the nominative/determinative effect” (BS.T1). In a similar vein, BS.T1 
also noted the snowballing effect in play where “Someone… started [teaching into BU 
coursework], then someone else started doing it, and I was like, ‘I want in on that’… 
It’s one of those things that grows.” Overall, it was apparent that when opportunities to 
take part in partnership activities were presented to BS staff, it was quite common that 
motivated and capable teachers would become involved. 
However, beyond BS, participants noted that this kind of school-university 
partnership was perhaps more unusual. As BS.T1 mused, “Teachers being highly 
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involved in universities is not… I don’t think it’s the norm … I wouldn’t know the 
statistics around it, but that’s how I feel, just anecdotally.” BS.E1 questioned whether it 
is normal in other school sectors, believing independent schools to be “quite well 
engaged in it”. Both BS.C1 and BS.E1 commented on the logistical barriers that 
universities might face, including the willingness of the public school sector and the 
dispersed nature of schools in the independent school sector. Regardless, BS.C1 
declared that “I think it should be [a normal thing]… I would love to see that it isn’t 
something unique.” Ultimately, BS.E1 affirmed that rather than being involved in the 
BS-BU partnership because it is a social norm (that is, because everyone in the 
profession is doing it), the driving force behind his involvement is that he sees the value 
of the partnership to BS, and to the profession as a whole. 
9.4.3 Behavioural Control 
In terms of their behavioural control regarding their involvement in the partnership, 
each participant stated unequivocally that they had been given a choice to participate – 
both initially, and as an ongoing conversation. For BS.C1 in particular, this was evident 
in the co-invitation to collaborate with BU.A1 when the partnership was originally 
formed, and in her continuing dialogue with BU.A1 and then BU.A2.  
The participants then went on to explore the factors that help and support their 
involvement, as well as the factors that hinder or prevent their involvement. These 
factors are detailed below. 
Factors That Help/Support Involvement 
The participants identified a range of factors that support their involvement in the BS-
BU partnership (see Figure 30). These include the support of leadership at BS and BU, 
relationships between BS and BU staff, pay incentives, and BS being valued by BU. 
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Figure 30 
Factors That Help/Support BS Participants’ Involvement in the BS-BU Partnership 
When considering what helps their own involvement in the school-university 
partnership, all four participants mentioned the importance of leadership support at each 
institution. BS.E1 pressed this issue, commenting, “If you don’t have that support, it 
won’t happen.” BS.C1 similarly acknowledged the positive impact that leadership 
support has on the school-university partnership. This support, according to BS.T1 and 
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BS.T2, has been evidenced in the opportunities that BS teachers are presented with to 
collaborate with the university. Additionally, BS.T1 explained that she has received 
help with organising her timetable, to ensure that she has adequate time to prepare for 
the BU classes she teaches after school. 
The ongoing relationships that have been brokered between BS and BU staff 
was a significant support for BS.E1. He was on first name basis with the relevant BU 
staff, in both administrative and academic roles, and felt he knew them well. He 
recognised that people at BU “have taken the time to get to know us… They’ve put a bit 
of effort in at their end… That’s about respect.” The school-based PEx liaison role that 
BS.E1 holds for the region seems to have helped these relationships develop, as it has 
led BS.E1 to have continual contact with BU staff throughout the year. The impact of 
this role was also acknowledged by BS.T1 and BS.T2, who believed this to have 
supported the BS-BU partnership. Outside of BS.E1’s role, BS.T1 noted that “the 
person you’re working with at the university… makes a difference… in my role” as 
tutor in BU coursework subjects. 
When discussing their involvement in the partnership activities, BS.T1 and 
BS.T2 named payment as a key supportive factor. The extra pay they received for 
supervising PSTs on PEx placements and for teaching into BU subjects was seen to 
“subsidise the teacher wage” (BS.T2). BS.T1 noted that “it’s not very much…. It 
doesn’t equate to the time I put into it – at all! But, it helps.” While the payments they 
receive might not work out to be much in the end, BS.T1 and BS.T2 agreed that it could 
incentivise initial involvement in the partnership activities. 
A key factor for BS.E1 that supported his promotion of the school-university 
partnership is that BS is valued by BU. He stressed that BU has never made them feel 
like “the junior partner” or “the poor cousin”, and that “if… we were treated like that, 
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we would just walk away from that.” In fact, he described a counter example where BS 
ceased a relationship with another university as they were “kind of like a nightmare to 
deal with.” In contrast, Banksia University “respects us as an institution too” (BS.E1). 
Because BS staff and their contributions are valued and respected by BU staff, BS.E1 
gladly promotes the partnership to his staff and the wider school community. He noted 
that “we make a point of letting people [in the wider school community] know that we 
have staff working [alongside university academics] because it does show that they’re 
regarded beyond our school, and their expertise is valued.” This level of respect and 
equality in the partnership was very important to BS.E1. 
Factors That Hinder/Prevent Involvement 
All four participants found the task of naming factors that prevent their involvement in 
the partnership to be much more difficult than listing factors that support their 
involvement. Both BS.T1 and BS.T2 discussed circumstances that might lead them to 
reduce their involvement for a period, but affirmed that they would still want to be 
involved in some way. For BS.E1, Written Task #4 was accomplished only by 
considering aspects that could, hypothetically, affect the partnership. BS.C1 struggled to 
think of anything that would hinder her involvement, saying “Even [if I left] the school, 
I would try to engage it at whatever other school I went to. I just really see power in it.” 
Despite these difficulties, there was some consensus amongst participants regarding 
factors that could hinder their involvement in the school-university partnership, 
including the time required, the impact of negative experiences, and adherence to 
university processes (see Figure 31). 
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Figure 31 
Factors That Hinder/Prevent BS Participants’ Involvement in the BS-BU Partnership 
Time was named as a key hindrance by BS.T1 and BS.T2 in their group interview, as 
well as BS.E1 in his interview. From an organisational perspective, BS.E1 noted that 
not being given sufficient time to plan and implement various partnership activities 
would cause issues. He mentioned that BS has frequently been asked at the last minute 
to host PSTs and visiting international delegations, partly due to their proximity to 
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multiple universities. If they are given enough notice, “we’ll always do it”, but “if 
things are very last minute, they just don’t work in schools” (BS.E1). BS.T1 lamented 
that “we’re so time poor as teachers”, pointing out that many of the tasks she engages 
with (including marking, teaching school students, teaching PSTs, and supervising PEx 
placements) can only happen during school term. The overlapping responsibilities of 
teachers in these positions contribute to “a really stressful environment to be in” 
(BS.T1), particularly if a PST has not been operating at the expected level. In these 
instances, BS.T1 and BS.T2 speculated that a teacher might consider withdrawing their 
involvement in the partnership activities to allocate their limited resources elsewhere.  
The impact that a negative experience could have on an individual’s 
involvement in the partnership was indicated in discussions with BS.T1, BS.T2, and 
BS.C1. BS.T1 and BS.T2 spoke about PSTs on PEx placements who don’t meet their 
expectations, leading them to wonder, “Oh, am I ready to have this [PST] again, or 
another one like this? Because that was really hard to navigate” (BS.T2). BS.T1 
admitted to thinking, after a particularly difficult PEx placement, “I’m just not going to 
do that for a while, I need to take a backseat. Not because they were bad – it just 
required so much work from me.” From a broader perspective, BS.C1 discussed how 
the possibility that something going wrong (to the point that safety would be in question 
and litigation could be forthcoming) “could put the whole program at risk.” She noted 
that BS’s practice of vetting PSTs before allowing them to volunteer regularly at the 
school outside of a PEx placement limited this risk, but maintained that the risk of a 
negative incident had the potential to prevent the school-university partnership from 
continuing. 
The final hindering factor that the teachers mentioned was what BS.T2 referred 
to as the “draining” university processes with which they were expected to engage. 
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Elaborating on this point, BS.T2 explained that PSTs could come to BS without much 
information being communicated from BU so “you have to either have a good 
understanding of what their course is like, or you have to trust what [the PSTs are] 
telling you.” BS.T1 agreed, commenting, “The [university] processes are a hindrance, 
even when you work for them”. She intimated that, while she had deep knowledge of 
the content she taught to PSTs, the paperwork involved remained a mystery which “no-
one talks you through” (BS.T1). 
9.5 Discussion 
The participants in this case have given insight into the partnership between Bottlebrush 
Independent School and Banksia University. They have demonstrated how their 
motivations to be involved in this partnership are tied to the associated benefits (Section 
9.5.1) as well as the support of school leadership (Section 9.5.2) and the respect that is 
shared between the institutions (Section 9.5.3) (see Figure 32). As BS.T1 shared, “I feel 
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Figure 32 
Summary of BS-BU Case Results Aligned With the Reasoned Action Approach 
9.5.1 Benefits 
The teachers and school leaders at Bottlebrush Independent School identified a variety 
of benefits associated with the BS-BU partnership. These benefits – including reflective 
practice opportunities for BS teachers, diverse classroom experiences for PSTs, and 
enhanced teaching and learning practices for BS students – echoed those identified in 
the systematic literature review (Section 2.3.3) (Green, Tindall-Ford, & Eady, 2020a). 
Attitude 
• BS staff are extremely 
supportive of the school-
university partnership 
• They see the benefits for: 
o Teachers (e.g., engaging 
in reflective practice) 
o Pre-service teachers 
(e.g., experiencing 
diverse teaching styles) 
o Students (e.g., as 
recipients of enhanced 
teaching practices) 
• The partnership is robust, 
despite personnel changes 
 
Social Norm 
• Involvement in the 
partnership is considered 
normal within BS 
o Supportive school 
culture 
o Some become involved 
after seeing others be 
involved (snowballing 
recruitment) 
• Involvement in a school-
university partnership 
thought to be unusual 
beyond BS 
• The partnership is 
promoted at BS because 
of its value, not because it 
is a social norm 
Behavioural Control 
• Supportive factors 
include: 
o Leadership support 
o Relationships between 
BS and BU staff 
o Pay incentives 
o Being valued by BU 
• Hindering factors were 
more difficult to name, but 
include: 
o Time required for 
involvement 
o Impact of negative 
experiences 
o Difficulties adhering to 
university processes and 
paperwork requirements 
Intention 
BS staff’s involvement in the partnership is sustained by the benefits they have witnessed, 
the support of the school leadership, and the respect shared between the two institutions. 
Behaviour  
BS staff provide quality learning opportunities for PSTs through classroom experiences 
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Moreover, experiencing these benefits for themselves and others sustained BS 
participants’ motivation for being involved in the BS-BU partnership, in alignment with 
the reasoned action approach (Fishbein & Ajzen, 2010): 
When a behaviour is carried out, it can result in unanticipated positive or negative 
consequences, it can elicit favourable or unfavourable reactions from others, and it 
can reveal unanticipated difficulties or facilitating factors. This feedback is likely 
to change the person’s behavioural, normative, and control beliefs and thus affect 
future intentions and actions. (p. 218) 
In this case, BS participants’ involvement in the BS-BU partnership led to positive 
consequences (for themselves and others) as well as eliciting favourable reactions from 
colleagues and supporting factors. Recognising that the partnership had “so much 
benefit… for everyone… all the stakeholders involved” (BS.C1) thereby further 
motivated BS participants’ involvement into the future (Ajzen & Kruglanski, 2019; 
Fishbein & Ajzen, 2010; Schmalfuß et al., 2017). 
9.5.2 Support of School Leadership 
For staff at Bottlebrush Independent School, the support of their leaders plays a key role 
in their involvement in school-university partnerships. As Passy et al. (2018) assert, 
“While this [leadership support] is applicable to most school-based initiatives… it 
becomes critical in a project that has received no funding and has been dependent on 
participants making time for something that they believed in” (p. 552), such as the BS-
BU partnership. For BS.C1, it was crucial: “I guess the only thing that would actually 
hinder [involvement in the school-university partnership] is if leadership did not support 
it.” In practical terms for the teachers, this support is evidenced by timetabling 
assistance so that BS.T1 can balance her school-based and university-based teaching, as 
well as the opportunities for collaboration and networking that BS.T1 and BS.T2 are 
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given through the partnership. At a higher level, BS.E1 sees his leadership role as one 
of “clearing a path… I really see my role as helping… other people realise their 
potential, with whatever they want to do… They’re the ideas people, and then 
somebody’s got to say ‘Yes’… That’s what I do.” BS.E1’s attitude here indicates a 
distributed leadership style, where he seeks to create space for others to take the lead 
and facilitate their ideas, as he did for BS.C1 and the BS-BU partnership (Hitt & 
Tucker, 2016; Leithwood et al., 2020). It is reasonable to suppose that this leadership 
style, coupled with the opportunities provided by the school-university partnership, 
contributed to the situation that BS.E1 noted in which those BS staff that had been 
involved in the BS-BU partnership in the past were now in leadership positions at the 
school. 
9.5.3 Shared Respect 
The support of BS leaders for the BS-BU partnership was predicated on the relationship 
being an equal partnership, where both parties were valued and respected. As BS.E1 
made clear, if BS was made to feel inferior by a university they would – and did – cease 
the relationship. Their connection with BU was sustained because they were seen as 
equal partners, each with valuable contributions to share in the pursuit of a common 
goal (Andreasen et al., 2019). Unfortunately, despite literature expounding the need for 
trusting relationships and respect within school-university partnerships (Gutierrez et al., 
2019; Hobbs et al., 2015; Jones et al., 2016), a power imbalance can persist (Phelps, 
2019). Phelps (2019) asserts that this conflict can be exacerbated by the fact that 
“schools and universities are both traditionally resistant to collaboration and to change” 
(p. 7) due to siloed responsibilities and reward structures, as well as “the historically 
asymmetrical status hierarchy that privileges researchers as producers of knowledge, 
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and teachers as mere users of knowledge” (p. 11). Indeed, while Gutierrez et al. (2019) 
acknowledged that “partnerships require trust and dialogic reciprocity” (p. 111), they 
also declared that the “academic teacher educators… ultimately control the success or 
otherwise of these partnerships” (p. 112), indicating a hierarchical view of the 
institutions involved. Where BS had experienced powerlessness and a lack of shared 
control, they chose to distance themselves and not pursue further connections. 
Conversely, BS.E1 had professional relationships with relevant staff at Banksia 
University who “are on first name basis with me… they know about me, they know 
about our school, they’ve taken the time to get to know us, they know what will and 
won’t work for us” (BS.E1). Furthermore, the BS-BU partnership was initiated on the 
basis of joint conversations between BS.C1 and BU.A1: “It was really a collaboration, 
to be honest, from the onset of the idea, moving forward” (BS.C1). In these ways, the 
shared respect and joint ownership of the BS-BU partnership were key to its success 
(Heinz & Fleming, 2019; Helleve & Ulvik, 2019; Phelps, 2019). 
Chapter Summary 
This chapter has presented the findings of the BS-BU case, revealing what motivates 
Bottlebrush Independent School teachers and school leaders to be involved in a 
partnership with Banksia University. In summary, BS staff’s involvement in the 
partnership is sustained by the benefits they have witnessed, the support of the school 
leadership, and the respect shared between the two institutions. In the following chapter 
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This chapter presents the quintain (overall) findings of the multiple-case study. After 
first exploring the diverse contexts of each case, key themes across all four cases are 
presented. These themes illuminate what motivates the teachers and school leaders in 
this study to be involved in their respective school-university partnerships. 
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10.1 Quintain Approach 
As discussed in Section 4.3, a case-quintain approach was used in the multiple-case 
study to understand both the details (case) and big picture (quintain) presented by the 
data. Once the case-level data analysis was completed, the researcher returned to the 
raw data and applied close reading techniques to discover new connections within and 
between all four cases (see Section 4.6.2). As part of this process, the researcher 
considered the diversity of the selected cases and how the varied circumstances enrich 
and contextualise the ensuing findings (see Section 10.2). Through the quintain-level 
data analysis, three top-level themes relating to participants’ motivation for being 
involved in a school-university partnership emerged (see Figure 33). At a local level, 
the nature of the specific partnership (Section 10.3) and the culture of the given school 
(Section 10.4) both prompted and enabled participants’ involvement in the school-
university partnership. Furthermore, participants’ sense of commitment to and 
responsibility for the teaching profession (Section 10.5) provided a foundation for their 
involvement in the school-university partnerships, which they believed could lead to 
profession-wide improvements. These findings are discussed in detail below. 
Figure 33 
Visual Representation of Quintain Themes 
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10.2 Diverse Case Contexts 
The contexts of the four cases in this study were diverse with regards to size, location, 
education system, and partnership details (see Table 14). The contexts are discussed in 
further detail below.  
Table 14  










































































Public Public Public Private 
IRSAD of 
university 
4/10 6/10 2/10 9/10 
Length of 
partnership 
4 years 5 years 20+ years 7 years 
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 Two of the schools were primary or K-6 (GS and ES), one was K-6 within a K-12 
school (BS), and one was Year 7-12 (KS). Three of the schools were medium-sized 
with 500-700 school students (GS, ES, and BS), while KS was significantly larger 
(2480 school students). Most were in major cities (GS, KS, and BS) in Queensland (GS 
and KS) or New South Wales (BS), while ES was in an inner regional area in Tasmania. 
Two were in areas of relative socio-economic advantage (GS and BS), while the other 
two were in areas of greater relative socio-economic disadvantage (KS and ES). Two 
were located quite close to their partner universities with multiple other universities in 
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institutions, and GS was located some distance from their partner university. Three of 
the cases were government schools partnered with public universities (GS-GU, KS-KU, 
and ES-EU), while both BS and BU were private institutions. Three of the partnerships 
(GS, KS, and BS) had been operating for 4-7 years, while the ES-EU partnership had 
been established much earlier. The activities in each partnership were also diverse: all 
partnerships incorporated PSTs’ PEx placements, all had some kind of contribution to 
ITE coursework (although the specifics of this varied between cases), some hosted PSTs 
to volunteer in classrooms (GS and BS), and one included connections to other (non-
PST) university students (ES). The variations between cases presented in this study is a 
benefit of the multiple-case study design employed, enhancing the reliability of the 
findings and depth of insight (C. A. Anderson et al., 2014; Yin, 2016). The impact of 
these contexts on the associated school-university partnerships and teachers’ and school 
leaders’ motivations for involvement are explored further in Section 10.4.2. 
10.3 Nature of the Partnership 
The first theme that emerged from the quintain data analysis process 
was that of the nature of the partnerships in the multiple-case study. 
Looking across all four cases, heterogeneity was evident in each school’s approach to 
partnering with universities. For instance, while each case primarily focused on one 
school-university partnership (that is, the GS-GU partnership or the KS-KU 
partnership), it was clear that some schools had partnered with multiple universities 
(e.g., Kangaroo Paw High School partnered with Koala Fern University as well as 
Stringybark, Macadamia, and Hazelwood Universities) (Section 10.3.1). The initiators 
and drivers of the partnerships also varied – in one case it was the school, in another the 
university, and in two others a more collaborative approach was used (Section 10.3.2). 
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Convergence in this theme was also clear, with each case exploring the importance of 
relationships (Section 10.3.3), voluntary participation (Section 10.3.4), and funding 
(Section 10.3.5). The similarities and differences among these cases – and between 
these cases and research literature – demonstrates the wide variety of options available 
to those seeking to establish or maintain a contextually relevant school-university 
partnership. 
10.3.1 Depth, Breadth, and Multiplicity 
The schools in this study were involved in different types of partnerships in terms of 
their purpose, activities, and relationships, as influenced by their needs and capacity. As 
B. Davis and Sumara (2012) discovered, “there is no one-size-fits-all (or even one-size-
fits-most) model” (p. 39) for school-university partnerships. The different approaches 
evident in the study, conceptualised as variations in depth and breadth of connections as 
well as singularity and multiplicity of partnerships, again demonstrate a few of the 
possibilities available. In the figures below, the partnerships have been visualised with 
the thickness of the lines between institutions approximating the depth of connection, as 
described by participants from each school. Where participants mentioned other school-
university partnerships, these are indicated (although an in-depth exploration of these 
was beyond the scope of this study). Each university was also understood to have 
connections to other schools (indicated by the dotted lines emanating from GU, EU, KU 
and BU in their respective figures), however again these were beyond the scope of this 
study. 
Deep Singular Partnership 
Grevillea Primary School intentionally developed an exclusive relationship with Grey 
Gum University, choosing to only accept GU PSTs for PEx placements alongside other 
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partnership activities (see Figure 34). The purpose of this was to simplify the logistics 
for PEx placements – rather than “having to respond to the expectations of three 
different universities” (GS.E1), GS.C1 commented that:  
I know exactly when these [PSTs] come in… I know exactly who the supervisor is, 
I know exactly who [GU.A1] is, I know what’s going on… When they come in as a 
second year, third or fourth year, I know exactly where they’re at. And I can help 
my teachers with it. 
Figure 34 
Visual Representation of the Connection Between GS and GU 
GS knew that GU had other partnerships and connections with other schools – indeed, 
when they were establishing the GS-GU partnership, GS.C1 and GS.E1 visited the GU 
campus to hear how a similar partnership had been implemented by GU elsewhere. 
GS.E1 recognised the need for GU to have connections to a diverse range of schools, 
because “over the period of four years [of the ITE degree], the university’s obligation 
should be making sure [PSTs] get a mix of different schools.” However, as GS.E1 
explained, 
we decided to go with one university because we felt it would work both ways… 
We’d only be dealing with one tertiary institution, rather than trying to change 
things for other universities that would come in, we could get a really good 
understanding of the [GU] philosophy… It also opened a lot of communication 
around what the university was looking for, but could also listen to us… It just 
gave a… closer partnership than with, say, having partnerships with four different 
universities. It allowed us to focus on what [GU] needed and allowed the university 
to focus on what would be a best fit for a school [in our context]. 
Grey Gum University (GU) 
Grevillea Primary School (GS) 
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GS.T3 reflected that the partnership “is more narrow, but there’s much more deep 
connection there with the university.” GS.T4 believed this deeper relationship “serves 
everyone better,” a sentiment that GS.E1 echoed: 
It’s about knowing what [GU] wants, [GU] knows what we want, so it’s just two 
people instead of this branch… [GU] can really invest in us as well, and know what 
we’re about… But that’s what that’s about. Knowing each other’s expectations 
really well and knowing what we stand for. I think that leads to good quality, 
personally. 
This deep singular partnership matched GS’s size and enabled GS to operate “a little bit 
like a Demonstration School” (GS.C1), a term analogous to Professional Development 
Schools or Normal Schools elsewhere (Dresden et al., 2016; Sewell et al., 2018). Such 
schools are “often considered to be the education equivalent of a teaching hospital” 
(Dresden et al., 2016, p. 66) and provide PSTs with opportunities to learn about, and 
practice, teaching within an operating school (NSW Department of Education, 2019). 
Broad Singular Partnership 
While Eucalyptus Primary School was also partnered with just one institution (that is, 
Emu-bush University) their partnership was characterised by a breadth of connections 
(see Figure 35). Various ES staff maintained relationships with EU staff across the 
university – from the Health and Physical Education (EU.A5 and EU.A6) and Science 
(EU.A4) aspects of the EU Education faculty to those unconnected to teacher education 
(EU.A3) – as indicated by the multiple lines in Figure 35. The size of the school 
supported these varied connections, as ES.T3 reflected:  
We have such a large number of students in the school, which allows [EU] to send 
a lot of students… to the one place. You can get 20 [PSTs]… in the door, and it’s 
not an issue, whereas the other schools nearby aren’t quite as big. 
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Figure 35 
Visual Representation of Connections between ES and EU 
In contrast to the deep GS-GU connection, ES staff described their connection to EU as 
somewhat tenuous (as indicated by the thinness of the lines in Figure 35). ES.C1 and 
ES.T3 spoke about how EU would potentially be changing location in the near future, 
increasing the distance between ES and EU from 1.5km (5-minute drive or 15-minute 
walk) to 3.5km (10-minute drive or 40-minute walk). While this distance is not 
insurmountable, ES.C1 posited “if the uni moved down the road, and we can’t walk 
there… [EU] would probably ask [another local school]… They really just need 
students for their pre-service teachers to practice [teaching] on.” ES.T3 had a similar 
view regarding EU’s pending move: “The transfer back into the centre of the city, 
whether [EU] all of a sudden use schools that are a little closer to them, that might 
change us a bit. We’ll see what happens.” These comments suggest that, to EU, ES was 
replaceable should circumstances make the partnership a little more difficult. 
Deep Multiple Partnerships 
At Kangaroo Paw High School, KS.C1 actively pursued multiple partnerships with 
nearby universities, including a deep connection to Koala Fern University, to address 
KS’ need for staff related to the recent growth of the school (see Figure 36). KS.C1 also 
spoke about a degree of “collaboration between the universities” in the area, as part of a 
“Queensland Council of Deans of Education initiative and agreement, between the 
Heads of Schools, that they will work collaboratively,” which facilitated KS’s 
Emu-bush University (EU) 
Eucalyptus Primary School 
(ES) 
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partnerships with Koala Fern, Stringybark, Hazelwood, and Macadamia Universities. 
Figure 36 
Visual Representation of the Connections between KS and KU and Other Universities 
Being involved in multiple partnerships served varied purposes, as “each university has 
different research strengths or interests” (KS.C1). As KS.T3 noted, 
One thing [KS.C1] does well, [KS.C1] likes to play the field to suit… but I think 
that’s really smart. He does have a really strong partnership with [KU], but I know 
he does with [Stringybark University] as well. And he dabbles in what suits this 
school and this need best. And I think that’s actually great. 
Given its size and staffing needs as a large and growing school, KS had the capacity to 
maintain multiple deep and distinct partnerships with various universities, which 
enabled them to tailor those connections and the associated activities based on school 
need and university interest. This approach, where one school seeks and maintains 
multiple distinct partnerships with varied universities, is unique in the academic 
literature and did not appear in the systematic literature review (see Section 2.3.1) 
(Green, Tindall-Ford, & Eady, 2020a). This may be because the academic literature is 
invariably authored by university personnel (with varying degrees of involvement by 
school staff) who may not be aware of the other partnerships that a school is involved in 
(Manton et al., 2020; Willis et al., 2018). Additionally, schools are commonly given 
pseudonyms (or otherwise not named) in academic publications for confidentiality 
Macadamia University Hazelwood University 
Koala Fern University (KU) 
Kangaroo Paw High School (KS) 
Stringybark University 
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reasons, meaning that tracking one school across disparate publications is not possible. 
Nevertheless, it was evident that Kangaroo Paw High School had successfully 
developed multiple partnerships with local universities. 
Broad Multiple Partnerships 
In a similar vein, Bottlebrush Independent School also maintained multiple school-
university partnerships with institutions in their local area (including Banksia 
University) as well as further afield (see Figure 37). In this instance, the connections 
were completely separate from one another, with differing levels of depth across the 
various institutions. 
Figure 37 
Visual Representation of Connections between BS and BU and Other Universities 
BS’ location in the centre of a major city, with multiple universities “just on our 
doorstep” (BS.T1), contributed to their multiplicity of partnerships. BS’s “international 
focus” (BS.E1) as an independent school led to school-university partnerships with 
universities in Canada (Goldenrod University) and USA (Foxglove University), 
whereby PSTs from overseas visited BS to observe classes or complete PEx placements. 
BS.T1 spoke briefly about the “very close relationship” between BS and the School of 
Education at Melaleuca University, wherein “teachers get opportunities to go [to 
Melaleuca University] for initiatives, or to bring students into their spaces for… their 
Orchid University Goldenrod University 
Banksia University (BU) 
Bottlebrush Independent School (BS) 
Foxglove University Melaleuca University Cycad University 
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education programs.” BS.C1, as part of her leadership role, had been continuing to 
“looking for future opportunities” with Melaleuca University and Cycad University in 
particular, to “try and increase that partnership.” 
10.3.2 Initiators and Drivers of the Partnerships 
With few exceptions, the trend in the literature is to identify university-based teacher 
academics as the party that initiates a given school-university partnership (Carney et al., 
2019; Gutierrez et al., 2019; Manton et al., 2020; Rust, 2019). This may be connected to 
the fact that universities are responsible for providing their PSTs with PEx placements, 
therefore giving the university academics impetus to develop a relationship with schools 
(Lemon et al., 2018; White, 2019). Manton et al. (2020) are more direct on this matter, 
critiquing “a key difference between schools and universities that is largely overlooked 
in policy: universities are mandated to work in this space; schools are not” (p. 7). 
Another factor is that the reliance upon academic literature in making this assertion may 
be skewing the available sample of school-university partnerships – that is, partnerships 
initiated and driven by schools may be less likely to be reported in academic literature 
where the audience is primarily university-based. Conversely, this study has 
intentionally focused on the school side of school-university partnerships to reveal 
instances of schools initiating and driving these partnerships, as well as schools working 
in tandem with their university partners. 
School as Initiator: KS-KU Partnership 
The clearest example in this study of a school initiating a school-university partnership 
and associated activities was at Kangaroo Paw High School. As a growing school in a 
low socio-economic area, KS executive determined that partnerships with local 
universities could serve the school’s staffing needs by “breaking down that [negative] 
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perception to the reality… which is that it’s a well-run school” (KS.C1). Alongside 
establishing partnerships with KU and other local universities, KS had a strong focus on 
“building the staffing capacity within the school” (KS.C1). To this end, KS 
independently developed a variety of activities such as their three-year early career 
teacher mentoring program that “started getting noticed by the universities as well… 
even some of the stuff we began doing separate to [KU and other partner universities] 
started to get noticed very quickly” (KS.C1). Other activities were developed and 
implemented within the KS-KU partnership, such as a community of practice between 
KU academics and KS senior teachers, or KS.C1’s involvement in the KU Industry 
Advisory Group. From KS.C1’s perspective, KU’s role in these instances was as a 
critical friend who “can view things from the outside from a different perspective” and 
gave feedback which “adds that legitimacy particularly because… the academic rigour 
and the research component… that’s attached” to the university. 
The power that KS wielded in the school-university partnership with KU, as 
well as its partnerships with other local universities, is unique in the academic literature. 
Andreasen et al. (2019) lamented the way that “collaborations between [schools and 
universities] are too often based on traditional, hierarchical relationships, with weak 
school integration in the evaluation and development of teacher education” (p. 2). The 
fact that KS.C1 approached the universities as part of the school’s long-term strategy to 
recruit high calibre graduate teachers, rather than a university approaching the school to 
facilitate a more immediate need regarding PEx placements, may have a role in the 
agency that KS experienced in their school-university partnerships (Sewell et al., 2018; 
White et al., 2020). 
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University as Initiator: ES-EU Partnership 
Within the context of long-standing relationships between university and school staff, 
the ES-EU partnership and activities have primarily been initiated by staff at Emu-bush 
University. This is a common approach within school-university partnerships with a 
primary “focus around the provision of learning and teaching experiences for pre-
service teachers” (Manton et al., 2020, p. 5). ES.T1 explained that the Harmony Week 
event began when  
the university invited the [ES] students to go [to the EU campus]… They would 
have different activities where the [ES] students would move around different 
tables and there’d be different cultural stations, where they’d move around and 
learn about the culture, and taste the food, and that kind of thing. So that happened 
for three years, and then… [EU.A3] contacted [one of the EAL/D teachers] at the 
school and said, “We’d still love to have a partnership, is there any way that we can 
come to you?” And then, it just developed from there. 
While the activity quickly became a collaborative effort between the ES EAL/D team 
and EU.A3 “to make sure that the experience was valuable for both” (ES.C1), the 
initiator was EU (Rust, 2019). The HPE partnership activity, where ES students visited 
the EU campus to be taught by PSTs, was also initiated by EU. ES.T3 reported that, 
after seeing the innovative teaching that ES was implementing in the area of HPE,  
[EU.A5] started asking us if we would take our [ES] students over to the uni. We 
do about a four-week block, a couple of days a week over four weeks, where the 
second year [PSTs] then start putting some lesson plans into action.  
Similarly, the Science partnership activity (with PSTs preparing and teaching Science 
lessons to ES students at the school) originated with EU action, as ES.T2 described: 
Last year we were approached by [EU.A4]… who had a Science group [of 
PSTs]… He wanted them to plan and put into practice a lesson… So [the PSTs] 
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took the lesson with the [ES students] over two separate days… [EU.A4] was 
really good, because there was lots of backwards and forwards. He came in and 
met with me first of all – what would we need, and what would we suggest – and 
then I think he did a lot of planning with the [PSTs]. 
ES.T2 was particularly keen to generate further connections with EU because of the 
value she saw the partnership activities added to the learning experiences of both ES 
and EU students. However, her interest in initiating connections and activities was often 
quashed by the difficulty she encountered in identifying and contacting appropriate EU 
staff: 
I need to look up in a webpage or something, ‘This is who I ring, this is who I 
contact,’ and that is not easy! … Because I’ve tried to do it, and then I just think, 
“Oh, I don’t have the time to waste on this, I’m not getting anywhere.” 
It is important to note that although EU was the main initiator in the ES-EU partnership, 
ES held their own ground when they disagreed with EU’s position or actions. A clear 
example of this was ES’ refusal to take 4th year PSTs for PEx placements after seeing 
the way that the PSTs were overloaded with preparing for exams and putting together 
their teaching performance assessment (TPA) submission alongside their PEx teaching 
responsibilities. This aligns with Helleve and Ulvik’s (2019) assertion that 
“disagreement should be based on agency and respect” (p. 1) and suggests that the ES-
EU partnership was not so controlled by university staff that “teachers [felt] voiceless 
and powerless in the partnership” (Phelps, 2019, p. 11). As ES.E1 stated, “We’re not 
going to be backward in coming forward,” with ES.C1 in particular speaking assertively 
to EU staff to make clear ES’ position.  
Collaborative Initiation: GS-GU Partnership 
One example of a more collaborative approach was evident at Grevillea Primary 
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School, where there was a pattern of GS identifying a need related to PSTs then GU 
offering joint action to address it. The catalyst for establishing the GS-GU partnership 
was a series of school-based conversations between GS.E1 and GS.C1 about PSTs: 
They’re coming to us, they don’t seem ready. They can go out and they can teach, 
that’s fine, but how can we support them to… have [PEx placements] that are more 
meaningful, and have them ready. (GS.C1) 
These conversations led GS.E1 and GS.C1 to speak with GU.A1, who suggested that 
GS and GU work in partnership to incorporate the PST volunteer program (which GU 
had implemented with other schools). This pattern continued as new activities within 
the partnership were generated, as GS.T1 explained: 
We said [to GU], “We’re noticing your [PSTs], they do great assessments but they 
don’t quite understand how that assessment fits into the big picture of the… unit, 
and what you’re doing…” So [GU] came and filmed us talking about what we do 
and why we do it and how we do it, and they’re playing that to the [PSTs] now as 
part of their courses. 
This pattern demonstrated the respect that GU had for GS as partners in educating their 
PSTs and as experts in the teaching profession (Hobbs et al., 2015; Sewell et al., 2018). 
As GS.T1 expressed: “The university’s interest and involvement in our school [means 
that] we feel valued, that they recognise that we know what we’re doing and that we are 
leaders in our field.”  
Collaborative Initiation: BS-BU Partnership 
At Bottlebrush Independent School, BS.C1 was very clear that the partnership began 
collaboratively through her conversations with BU.A1: 
One of the things that we noticed in both… from [BU.A1’s] end… where he’s in 
the actual education of [PSTs], and to us [at BS] seeing [PSTs] come in, is that they 
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needed more time in the classroom… So we looked at different ways, and we saw 
huge benefit to when the [PSTs] are here, both for them as well as for the teacher. 
There’s a lot of reciprocal learning happening. 
While recognising that in most cases one partner or the other will take the lead, Jones 
and Chittleborough (2018) note that “it is also possible for a partnership to emerge from 
a mutual idea grown through professional conversation” (p. 115). BS.C1 also spoke 
about this collaborative effort continuing now that BU.A2 had taken over BU.A1’s role, 
with ongoing discussions between BS.C1 and BU.A2 about how the partnership could 
capitalise on their interests and expertise.  
There were some activities connected to the BS-BU partnership where the 
university maintained power, such as when BS.E1 indicated he was waiting for an 
invitation from BU to visit the BU campus with other school-based regional PEx 
liaisons to debrief second year PSTs and help them set professional development goals. 
However, for the most part, this was a shared partnership where both parties had equal 
footing (Herrenkohl et al., 2010; Sewell et al., 2018). After all, as BS.E1 made clear, 
“We wouldn’t stick in a partnership that was [unequal] like that.” 
10.3.3 Relationships 
As was found in the systematic literature review (see Section 2.3.5), relationships 
between and among the partner institutions were key factors of their success. Deep 
individual connections between one or two staff members at the schools and universities 
were common, such as the links between GS.C1 and GU.A1, and BS.C1 and BU.A1. 
These relationships were also recognised as being dynamic, changing and developing 
over time, and accommodating (within institutional constraints). For the teachers at BS, 
ES, and KS, their relatively limited connections to their partner universities were in 
many ways compensated for by the actions of BS.C1 and BS.E1, ES.C1, and KS.C1 
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(respectively). 
One-on-One Relationships 
The partnerships between schools and universities in this study often had at their core 
one-on-one relationships between individuals. These relationships helped to establish 
the partnerships, as BS.E1 commented: “It’s the classic ‘who you know’ kind of thing… 
If you’re connected one way or the other, people kind of go, ‘Oh, can we do something 
with you guys?’” They also sustained the partnership and smoothed over issues, as 
GS.C1 pointed out when discussing how a “hiccough” threatened to hinder the GS-GU 
partnership: “The relationship is very positive. In fact, [GU.A1] said she was so upset 
when she heard we’d been put out that she wanted to cry. We know we have a strong 
relationship there.” These one-on-one relationships were a strength of each partnership, 
as they were for the partnerships described by McLean Davies et al. (2017) where 
“relationships, both on the macro level between institutions and on the micro and 
personal level” (p. 218) were key. As noted in Section 2.3.5 (Green, Tindall-Ford, & 
Eady, 2020a), much of the academic literature identifies individual relationships that 
were key to the success of a given school-university partnership, and this was also true 
for the cases in this study. 
The significance of these relationships to the success of the partnerships in this 
study feeds into questions regarding the sustainability of school-university partnerships. 
Indeed, Hartsuyker et al. (2007) and Manton et al. (2020) are “critical of school-
university partnerships that [are] largely the result of connections between particular 
individuals, rather than systemic processes” (Manton et al., 2020, p. 3). In light of 
BU.A1 leaving BU, BS.E1 remarked, “with a lot of partnerships… it often does hinge 
around personalities, and individuals… This isn’t anything about me, but for example if 
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I left [BS] I don’t know if [the partnership with Foxglove University] would continue.” 
The impact of personnel changes on partnership sustainability has been discussed in 
other studies, such as Traynor and Tully (2019) who found that partnerships “benefited 
where the personnel were consistent throughout the life span of the project [while] 
challenges were more acute when there were changes to personnel assigned to the 
partnership” (p. 1). Conversely, ES.T3 explained that while he believed that initially the 
ES-EU partnership was dependent on his and ES.C1’s relationships with particular EU 
staff, “I would think that we could leave now, and it would still be as big…It’s got its 
own momentum now, it will just keep rolling. There’s too many people involved… 
That’s a really good thing.” 
Dynamic, Evolving Relationships 
Indeed, the relationships between school and university staff in these school-university 
partnerships were certainly not static or fixed; they evolved over time and introduced 
new people as the partnerships developed. This was in part by necessity, as personnel 
changes occurred. BS.E1 mused that universities “change their staff all the time… I 
guess they’re just constantly chasing the research… or the research money collapses, 
they lose their funding, something happens, their priorities change… It can be really 
hard!” Similarly, ES.C1 noted that “I have to keep meeting all these new people” in her 
role as in-school co-ordinator of the ES-EU partnership. Manton et al. (2020) suggest 
that this may be tied to the increasing trend of casualisation in tertiary education 
institutions, further pondering: “Given these high rates of casual workers, it is worth 
considering how partnership work can be enduring, when the employment of the teacher 
educator is not enduring” (p. 6). Nevertheless, there were indications from BS.E1, 
BS.C1, and ES.C1 that personnel changes had been successfully navigated in their 
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respective partnerships, as with other partnerships described in the literature (Nettleton 
& Barnett, 2016). 
Jones et al. (2016) recognise that “relationships strengthen over time [and that] 
as partnerships mature, there tends to be a greater willingness to commit to a more 
active involvement” (p. 114). This could be seen in the GS-GU partnership, which had 
enjoyed “stable relationships with the university… you’re not dealing with different 
people, like a staff turnover, every time” (GS.E1). Looking ahead, GS.E1 suggested 
additional activities that could be a part of the GS-GU partnership in the future, such as 
a professional learning community between school and university staff. She noted, “It’s 
about three years on, four years maybe that we’ve been working with [GU]… So the 
time’s right. You sort of feel your way in the beginning. It’s working for us, and it’s 
working for them, so now let’s go to the next step.” GS.E1’s comments, along with 
other partnership activity suggestions made by GS.T1 and GS.T5, indicated the maturity 
of the GS-GU partnership and associated willingness of teachers to be actively 
involved. Allowing for the “ebb and flow to engaged partnership work” (Dresden et al., 
2016, p. 65) enabled the partnerships in this study (and the relationships within those 
partnerships) to be dynamic and evolve as circumstances changed. 
Accommodating Relationships 
In the context of these relationships, school staff were able to negotiate various elements 
of the school-university partnerships to accommodate differing needs and perspectives. 
ES.C1 and KS.C1 were invited to high-level meetings with university staff at EU and 
KU respectively, “just to have input into what was happening… from a school’s 
perspective” (ES.C1). GS.C1 was confident that “If [GS] wants anything from [GU], 
[GU.A1] would help us out with it.” This type of reciprocal dialogue facilitates the 
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“equal status between members of the two groups, who reside at different institutions 
yet both work toward the common goal of educating future teachers” (Andreasen et al., 
2019, p. 8). 
The opportunities (or lack thereof) for flexibility from university partners were 
demonstrated in ES.T3’s somewhat conflicting discussion of the timing of the HPE 
partnership activity. ES.T3 made this statement:  
[EU] semester structure is… right in the middle of our NAPLAN testing time… so 
it just takes a bit of time just to coordinate that. But really, the university are pretty 
good about it. If we have to send different groups [of ES students] at different 
times, they accommodate us. [EU.A5] and the uni have been pretty good. They 
understand that we have that other pressure.  
Shortly after, ES.T3 continued: 
Well, [EU] don’t have flexibility in their times!... Their semester [and] our terms 
don’t match. So they have three weeks at the end of their semester, which just so 
happen to be the three weeks of our Term 2 which is NAPLAN. But they can’t 
change their semesters, they’re locked in.  
These apparently contradictory statements from ES.T3 – that EU accommodates ES’ 
needs, but ultimately does not change – can be understood as a clash between 
responsive and accommodating individuals at the university, and a slow-to-change 
institution. As Loughran et al. (2013) assert, “the worlds of school and university can be 
very different and distinct places” (p. 605) with school and university partners needing 
to “coordinate across differing work calendars and work tempos… and reconcile 
differing governance and decision-making structures” (Phelps, 2019, p. 8). University 
staff have lamented “the constraints of higher education scheduling and traditional 
faculty autonomy [that] often hinder opportunities for innovative teaching 
arrangements, interdisciplinary collaboration, and authentic learning experiences” 
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(Cranston-Gingras et al., 2019, pp. 30-31). Although speaking with academics from 
GU, KU, EU, and BU was beyond the scope of this project, it may well be that they 
would resonate with the frustration of their school-based colleagues and, where they 
can, work “to push back on our own institutional constraints” (Hoffman et al., 2018, p. 
74). 
Limited Connections for Teachers 
When considering their connections to university staff, particularly for the purpose of 
supporting PSTs on PEx placements, some of the teachers in this study wished they had 
a more substantial relationships with the university liaison. While the specific role 
description and term used may vary between universities, in general the university 
liaison serves as support for pre-service teachers and their supervising teachers during a 
PEx placement, particularly if issues arise (Le Cornu, 2015). As ES.T2 explained, 
There was a time when the [university liaisons] would be here quite regularly, and 
you would be in touch with them. But, I think with my last [PST on PEx 
placement], I don’t think I ever spoke to a person from the university… When 
you’re on my end, I worry, “Do I ring them? Is it bad enough to ring them?” To 
me, if I’m getting in touch with [the university liaison], I feel like it’s reached the 
end point. That’s maybe stupid, but… If they’re just casually coming through, 
you’re more likely to just have a little chit-chat and discuss [the PST’s progress], 
and then see whether to do anything. 
ES.T2 later clarified where she places the blame for this situation: “I don’t want the 
[university liaisons] to feel bad, I want the uni to feel bad that they don’t provide the 
[university liaisons]!” 
In a similar fashion, KS.T1 and KS.T2 lamented their limited relationship with 
the university liaisons for PSTs on PEx placements: 
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KS.T2:  I think one issue I have noticed is sometimes the university liaisons will 
come when your pre-service teacher is meant to be teaching. They won’t 
organise… to see [the PST] when they have the time available [to speak 
with them.] 
KS.T1:  But also, I think it’s important and what I think is kind of lacking,  is your 
time with that liaison, because if you want to have a private conversation 
without that student, that can be a little awkward. 
KS.T2:  Or even a connection with them. You don’t have [the university liaisons’] 
email, you don’t have any connection with them… 
KS.T1:  Yeah, your connection is through [the PST]. 
In contrast, GS has been fortunate to work with “the same people, year after year” 
(GS.E1) – that is, GU.A1 (Deputy Dean of PEx at GU) and GU.A2 (GU university 
liaison). As the GS teachers discussed, 
GS.T1:  The university [liaisons], because they do have contact with us, it’s easy to 
be able to ask them and say, “This is what I’m thinking…” 
GS.T2:  “Have I got the right track?” 
GS.T1:  And they’re very approachable. 
GS.T3:  They’re on the front foot too, they’re touching base quickly and early. 
Even though some teachers were disappointed that they didn’t have closer relationships 
with the university liaisons to support PSTs on PEx placements, they did acknowledge 
the ways that any shortcomings were compensated for by the in-school co-ordinator. 
KS.T1 pointed out that in lieu of a close connection with the university liaison, KS.C1 
was a good sounding board when teachers were questioning the competency of a PST. 
Similarly, ES.T2 conceded that “I haven’t really had need to contact [the university 
liaisons] about something serious. I have ummed and ahhed at times [about] whether it 
was serious, but then again [ES.C1] would [be]… the one to go to.” This aligns with 
findings from Allen and Turner (2012) that “the [in-school co-ordinator] is the ‘go to’ 
person within the teaching school for all involved, namely, the pre-service teacher, 
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school staff and leaders and the university co-ordinator” (p. 6). 
10.3.4 Voluntary Participation  
In each case, participants made clear that an individual’s involvement in the school-
university partnership was voluntary. Reading against the grain gave deeper insight in 
this area, as it allowed the researcher to determine whether executive and in-school co-
ordinator participants’ assertions that teachers could decline to be involved in 
partnership activities was supported by the teacher participants themselves. For 
instance, ES.E1’s comment that “I always say [involvement in partnership activities] is 
voluntary, because there is additional thinking and workload to it” was supported by 
ES.T2’s acknowledgement that “You could definitely say, ‘I just don’t want to do it’” 
without repercussions. 
Of the four schools, GS and BS operated on an ‘opt-in’ system, while KS and 
ES used an ‘opt-out’ approach (particularly for hosting PSTs on PEx placements). 
GS.C1 indicated that while “there’s an expectation that [GS teachers] give it a go” and 
teachers “know my expectation is, and [GS.E1’s], that I want them to have a pre-service 
teacher,” she invited colleagues involvement by asking “Who’s ready for one next year, 
who wants to take on a [PST]?” The GS teachers’ comments reflected this, recognising 
that involvement is “completely voluntary” (GS.T1) and “has to be a choice for staff” 
(GS.T5). The same was true at BS, where staff were asked “‘Who wants one?’” 
(BS.T1). In contrast, ES.C1 described asking her colleagues, “‘Is there anyone here who 
feels like they cannot possibly have [a PST]?’ And that would have been just how I 
worded it! ‘Cannot possibly’…” ES.T2 reflected that “I don’t think you were ever 
asked. ‘We’re all having 4th year [PSTs]’, you know, and that’s it, that’s how it will be. 
So you just go along then… You just know that you’re going to have [PSTs].” 
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Employing a similar opt-out approach, KS.C1 explained that he would ask his 
colleagues, “‘Who doesn’t want a pre-service teacher?’ because that’s going to be far 
easier for me to handle than ‘Who does’… We’ve got about five people who say ‘No,’ 
and two hundred who say ‘Yes’.” However, KS.T3 reflected on a potential problem 
with this approach: “There are a number of people who take pre-service teachers, not 
necessarily for the same motivations that we have. And do [the PSTs] get the same 
experience as perhaps the people that we know are invested in it? No.” 
The question of a teacher’s suitability for partnership activities is important to 
consider, with Nettleton and Barnett (2016) advocating that school leaders 
“scrupulously ensure that only their best, nurturing, and skilled teachers are serving as 
mentors” (p. 25) to pre-service teachers. For example, ES.T3 and GS.E1 both 
mentioned a reluctance to put pre-service teachers with early career teachers who “have 
enough on their own plate” (GS.E1). This acknowledges the “difficult first few years [of 
a teaching career], known as the survival period” (Glazer, 2020, p. 1). A different 
approach was seen at KS, where the ECT Mentoring Program supported KS.T2, KS.T4, 
KS.T5 and KS.T6 – all early career teachers with up to four years teaching experience – 
to mentor PSTs. KS.T6 saw this as a vote of confidence from KS.C1, because “if he’s 
[saying], ‘Do you want a PST? There’s one if you want one,’ then I feel like there’s 
something we’ve got to offer for a [PST]. Otherwise, I feel we probably wouldn’t get 
those offers… yet.” Nevertheless, KS.T3 did suggest that KS.C1 “doesn’t let some 
people have [PSTs].” While KS.C1 did not affirm or offer further detail on this matter, 
his reasons may have been similar to GS.E1 who acknowledged, 
We’ve got to be careful… You [don’t want to] put [a PST] with someone who 
might really be a negative person… about the [education] system… You [also] 
don’t want to put a pre-service teacher with somebody who does just enough work 
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to… get by, every day…. Why would I put a pre-service teacher there, because I’m 
giving them a false sense of [the profession]. 
Leaders needed to negotiate these issues carefully, because “if someone doesn’t get a 
pre-service teacher now, they think that they’ve done something wrong or they’re being 
punished” (KS.C1), even when the reasoning was “there’s just no [PSTs] in the subjects 
you teach” (KS.T1). 
Ultimately, the participants in this study indicated that they, and their 
colleagues, were willing to be involved in the school-university partnerships and 
associated activities. Some participants recognised that “It’s always the same people 
that say ‘Yes’” (BS.T1), with GS.E1 providing further elaboration: “It tends to be the 
same [teachers] that put their hands up straight away, the ones that probably have 
thought about it, and philosophically align about nurturing the future [of the 
profession].” Others noted that this positive attitude was embedded across the whole 
school: “One of the things that the pre-service teachers note when they come here is 
how willing, not just their supervisor, but all staff are to help them out” (KS.C1). This 
aligns with K. O. Mason’s (2013) findings that “most teachers would consider 
becoming more involved [in ITE programs] if given the opportunity” (p. 572). 
10.3.5 Funding 
While money was needed for some partnership activities – for instance, to hire buses for 
ES students to visit the EU campus – on the whole each school-university partnership in 
this study operated without significant funding. Gutierrez et al. (2019) suggest that this 
puts the partnership and stakeholders at risk of exhaustion and sustainability, with 
Tindall-Ford et al. (2018) likewise noting the “‘hidden costs’ of collaboration such as 
ongoing generosity of those working beyond their remit or scope of work” (p. 210). 
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Manton et al. (2020) recognised “a theme throughout the literature… that [school-
university partnerships] are enabled, and reliant on, goodwill” (p. 7). While recognising 
that money could hypothetically hinder her involvement in the future, GS.C1 was clear 
that for the GS-GU partnership “I don’t need money, because our teachers are the 
resources. Our knowledge is the resources.” This suggests that for those seeking to 
establish school-university partnerships, a lack of funding need not necessarily prevent 
the partnership from developing. As BS.C1 noted, “it’s a partnership that, to start, takes 
so little. It started with a conversation. I think, probably, that’s something we need to be 
doing more and more.” 
10.4 School Culture 
Schein and Schein (2017) declare that “the basic assumptions of a 
culture are the deepest, often unconscious part of a group and are, 
therefore, less tangible and less visible” (p. 10). While it was beyond the scope of this 
study to fully explore the basic assumptions in each case, it was clear that school culture 
had a substantial role to play in motivating teachers and school leaders to be involved in 
school-university partnerships. As Kaplan and Owings (2013) explain, “all educators 
work within a cultural context that impacts every facet of their work but that is 
pervasive, elusive, and difficult to define” (p. 5). 
In line with Stoll’s (2000) assertion that “school culture manifests itself in 
customs, rituals, symbols, stories and language… [and] is most clearly ‘seen’ in the 
ways people relate to and work together” (p. 10), this section will consider the impact of 
school culture on teachers’ and school leaders’ involvement in school-university 
partnerships through exploration of each case’s leadership (Section 10.4.1), context 
(Section 10.4.2), philosophy (Section 10.4.3), and interest in research (Section 10.4.4). 
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10.4.1 School Leadership 
As noted by Harris and DeFlaminis (2016), Leithwood et al. (2020), and Louws et al. 
(2020), there are a range of leadership approaches and styles – none of which are 
inherently good or bad – that can be employed in any given context. Across the four 
cases in this study, differing levels of school principal involvement and delegation of 
partnership-related responsibilities can be seen, indicating that there is no one ‘right’ 
way to lead. Leithwood et al. (2020) claim, “the ways in which leaders apply these basic 
leadership practices – not the practices themselves – demonstrate responsiveness to, 
rather than dictation by, the contexts in which they work” (p. 9). The leadership 
approaches and practices that have been identified at Grevillea Primary School, 
Kangaroo Paw High School, Eucalyptus Primary School, and Bottlebrush Independent 
School are thereby presented below to demonstrate the possible diversity, rather than 
prescribe necessary actions, when leading a school in a school-university partnership.  
Across the four cases, different levels of leaders were identified with regard to 
participants’ roles and responsibilities within their school-university partnerships (see 
Table 15). These leader levels (principal; middle leader; teacher leader) broadly match 
the study’s participant categories (i.e., executive – E1; in-school co-ordinator – C1; 
teacher – T1). It is important to note that Table 15 only represents the participants in 
this study and their roles within the given school-university partnerships. For instance, 
KS.C1 reported that he was one of six deputy principals at Kangaroo Paw High School, 
however as these colleagues were not involved in the school-university partnership nor 
this study they are not represented in Table 15. Conversely, some teacher category 
participants (namely GS.T1 and ES.T3) held formal leadership positions at their school 
(as deputy principals) however, their formal leadership positions were not directly 
connected to the school-university partnership. When considering the GS-GU 
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partnership and the ES-EU partnership, GS.T1 and ES.T3 (respectively) were best 
represented in the teacher leader level (with influence over their colleagues) rather than 
middle leader level.  
Table 15 
Leader Levels of Participants With Regards to the Given School-University Partnership 







































Principals’ Distance From the School-University Partnerships 
The school principals at Kangaroo Paw High School, Eucalyptus Primary School, and 
Bottlebrush Independent School had limited involvement in the respective school-
university partnerships. The school principal at Eucalyptus Primary School (ES.E1) 
acknowledged her minimal knowledge of the school-university partnership in the 
interview, saying, “I can tell you what I think about it, but I am so removed from what 
[ES.C1] does.” The school principals from KS and BS chose not to participate directly 
in this study, perhaps anticipating they would be able to give little insight into the 
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school-university partnerships due to the large sizes of these schools (with student 
populations of 2480 and 1150 respectively) and the delegation of responsibilities 
amongst the executive teams. Instead, other members of the KS and BS school 
leadership with more intimate knowledge of the partnerships participated in this study. 
The upper level leadership styles of these schools may follow a distributive leadership 
or autonomy support model, where control is decentralised and self-initiation and 
empowerment of teachers is promoted (Caldwell, 2017; Collie & Martin, 2020). 
Eucalyptus Primary School had a distributed leadership structure with regards to 
the ES-EU partnership, as well as for the school in general. As ES.E1 noted, “we have a 
large leadership team, so we all have set portfolios around who does what.” The ES 
leadership team was comprised of the principal, two deputy principals, and three 
Advanced Skills teachers (a formal leadership position for those who demonstrate 
exemplary teaching practice). Further to this formal leadership team, the ES-EU 
partnership activities were each led from the school end by a different person or unit, 
with oversight from ES.C1. This approach resulted in a large array of activities and 
relationships between school staff and university staff, such as the EALD team 
(including ES.T1) working with EU.A3 from the EU English Language Centre to host 
Harmony Week events, ES.T2 collaborating with EU.A4 to give PSTs a chance to 
develop and teach a Science lesson to ES students, and ES.T3 collaborating with EU.A5 
and EU.A6 to do the same within Health and Physical Education (HPE). 
For Bottlebrush Independent School, the leadership structure for the school-
university partnership appeared to be somewhat unclear. BS.C1 identified herself as the 
in-school co-ordinator as well as the co-initiator (along with BU.A1) of the BS-BU 
partnership about seven years ago. This was supported by BS.E1, who noted “to a large 
extent [BS.C1] is the real driver of [the BS-BU partnership]… My job is to go, ‘Okay, 
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sounds good.’… [BS.C1 and BU.A1] really got things up, got the ball rolling.” 
However, BS.T1 and BS.T2 stated that “if [BS.E1] wasn’t sorting it out, we wouldn’t 
do it” (BS.T1) and did not mention BS.C1 in the same way. It seems this discrepancy is 
tied to the differing foci of each interview – while BS.C1 primarily discussed the BU 
PSTs that volunteer at BS for extended periods of time, BS.T1 and BS.T2 paid more 
attention to PEx placements and BS.T1’s role as a lecturer of BU coursework. The 
leadership support that BS.T1 and BS.T2 desired and received, therefore, stemmed from 
BS.E1 (connected to his role as a school-based regional PEx liaison), rather than 
BS.C1’s role in co-ordinating the BS-BU partnership. 
At Kangaroo Paw High School, the leadership of the school-university 
partnership was centred on KS.C1, with autonomy support from the school principal: 
We’re very lucky in the principal that we have… He is very much a leader that has 
faith in his staff and does give a high level of autonomy… We’re very lucky that 
we’ve got someone who is very open minded and very open to allowing staff to try 
different things. 
Interestingly, the KS principal was not mentioned by any of the other KS participants, 
suggesting that KS.C1’s leadership was sufficient when they considered what supports 
their involvement in the KS-KU partnership activities. KS.T5 noted that “a lot of what 
we do is supported and run by [KS.C1],” later adding that KS.C1 “is always there as a 
resource or a point of contact,” although KS.T6 rebutted that “it’s not like [KS.C1] is 
this big god we go to.” KS.T4 noted that a factor that helps his involvement in the 
partnership is KS leaders “giving us the autonomy and trusting us, knowing that we 
know what to do and how we’re going to do it. And if we have any problems, we can 
approach [KS.C1] to problem solve with us.” This is aligned with a distributed 
leadership approach, in which “those best equipped or skilled or positioned to lead do 
so, in order to fulfill a particular goal or organisational requirement” (Harris & 
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DeFlaminis, 2016, p. 144). KS.C1 is well equipped and positioned to lead the KS-KU 
partnership, enabling the KS school principal to facilitate KS.C1’s work while not 
becoming directly involved in the school-university partnership or its activities himself.  
In contrast, the Grevillea Primary School principal (GS.E1) worked closely with 
GS.C1 (deputy principal) since the beginning of the GS-GU partnership. GS.C1 made 
clear their paired involvement in the early phases of the partnership:  
[GS.E1] and I, because we were the leadership team when [the school was] a little 
bit smaller… it was her and I in the last few years, talking about: We need to get 
more out of our pre-service teachers… We ended up talking to [GU.A1]… so 
[GS.E1] and I went to [GU campus]. 
Echoing GS.C1’s assertion that they are united “as leaders of the school”, GS.E1 made 
similar comments regarding the pairing:  
I’m the type of person, and [GS.C1’s] the same, and that’s why we do so well I 
think, is we’re real, and we’re practical. We know what’s got to happen, and we 
want to see it in action, and we want to see it happening, and make it a reality. 
GS.E1 made clear that although the logistics of the partnership falls under GS.C1’s 
portfolio, she was by no means a distant leader. Speaking about the PSTs that visit GS, 
GS.E1 declared,  
I always want to make sure that I do some induction with them, and they know 
who I am, and they know… I always say to them, ‘If you want me to come and 
watch a lesson…’ I see them just about every morning when they sign in, and 
every afternoon, so they know… They see me in the classrooms, they know who I 
am. That’s really important too, that they see my face. 
This level of involvement from the school principal appeared well-suited to the 
leadership styles of GS.E1 and GS.C1. There are clear links to the Art and Science of 
Teaching (Marzano, 2007), the underlying framework of ES’ school culture, with 
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Marzano (2003) declaring that “leadership for change is most effective when carried out 
by a small group of educators with the principal functioning as a strong cohesive force” 
(p. 174). This approach enabled GS.E1 and GS.C1 to lead by example, modelling for 
the rest of the GS staff their expectations of a collaborative culture and contribution to 
the teaching profession through involvement in the partnership (Hitt & Tucker, 2016). 
Middle Leaders who Co-Ordinate and Pursue Partnerships  
In all four cases, strategic decisions had been made by the school executive to ensure 
that there was one school leader with the explicit responsibility of co-ordinating the 
school-university partnership as part of their role description (GS.C1, KS.C1, ES.C1, 
and BS.C1). These middle leaders championed the partnership and promoted positive 
attitudes towards the partnership activities among their colleagues. In some instances, 
these individuals were formally responsible for establishing new partnerships with 
universities as school needs dictated. 
As noted by Hitt and Tucker (2016) in their discussion of effective leader 
practices, “effective leaders intervene to protect their faculty’s time and energies from 
distractions that detract from mission, vision, and goal attainment. This type of support 
usually occurs in the form of leaders preserving both instructional time and teacher 
work time.” (p. 551). ES.C1 made explicit the actions she takes to preserve teachers’ 
time: 
The reports [of PST behaviour during PEx placement] are a bit cumbersome 
sometimes, but I try to [arrange] it so that it’s assembly, and two of [the ES 
teachers] can nick off for half an hour, then two more… so they have a little bit of 
time to do it. The other thing I often do is [the ES teachers] have a lesson off while 
I go and observe their [PST], so they can get my feedback on what’s happened. But 
it just gives them a break, and often they’ll write the [PEx placement] report in that 
break. 
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Similarly, when a PST was at risk of failing their PEx placement thereby adding burden 
to their supervising teacher, GS.C1 recognised that “I need to give that [GS] teacher a 
bit of a break, so I’d go and take her class for an hour… to help them.” Earlier in the 
interview, speaking about the same situation, GS.C1 declared, “I’m here to support [the 
GS teacher]… That’s my role: I take the pressure off them, so they don’t have to do too 
much.” The actions of these leaders can buffer staff from distractions to their work, 
enabling them to more easily contribute to partnership activities (Hitt & Tucker, 2016; 
Leithwood, 2012). 
However, there were some indications that occasionally the teachers were 
shielded too much from the inner workings of the partnership, leaving them with 
fragmented understandings. At Bottlebrush Independent School, BS.T1 and BS.T2 
indicated that the BU PST volunteer program had ceased a few years previous, although 
in her interview BS.C1 made clear that this partnership activity was ongoing. At 
Kangaroo Paw High School, when asked to describe the KS-KU partnership, KS.T1 
offered “multi-layered, because I think there’s multiple things that are going on with us 
and [KU]… I’m not sure of all the other stuff that goes on behind the scenes.” Later in 
the interview, KS.T1 mused, 
I don’t think it’s really referred to as ‘The Partnership’ [by KS colleagues]… It’s 
more like, ‘Oh yeah, I’ve got a [PST on PEx],’ ‘I’m presenting this literacy activity 
at this thing,’ or it’s just something random, one-off things that people do. 
While these fragmented understandings did not appear to negatively impact the 
partnerships nor these teachers’ involvement in the associated activities, such comments 
serve as a reminder for the importance of leaders’ open and continual communication of 
the vision and goals of the school and the partnership, as well as “about tasks and 
distribution of power to resolve ambiguity and tensions” (Louws et al., 2020, p. 692). 
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For two of the in-school co-ordinators, KS.C1 and BS.C1, a formal part of their 
school role involved seeking out partnerships with local universities. Alongside her 
classroom teaching responsibilities, BS.C1’s school role “is to further and develop 
local, state, national and international connections with other institutions, organisations, 
individuals” (BS.C1). At the time of her interview, BS.C1 was in conversation with 
BU.A2 regarding how the BS-BU partnership might evolve, as well as reaching out to 
staff at Melaleuca University and Cycad University to explore partnership possibilities 
with those institutions. In a similar vein, KS.C1 was responsible for enacting 
the deliberate [KS] strategy… to reach out to the universities… We started off 
[with Stringybark University and KU] and targeted both. Really, part of that was 
just a bit of a scattergun approach, as to, ‘Let’s put some stuff out and see who 
picks up,’ which they both did. So, we… continued with both, because… when 
you’re trying to start out this stuff, sometimes it is about knocking on doors until 
one opens. And luckily, well, many doors opened at both ends!” 
The ways that KS.C1 at Kangaroo Paw High School and BS.C1 at Bottlebrush 
Independent School have actively sought out these partnerships with their local 
universities “helps build a school’s capacity… Partnerships such as these increase 
teachers’ sense of belonging [and] enable teachers to feel like they are contributing in a 
meaningful way” (Downes & Roberts, 2018, p. 40).  
Teacher Leaders  
Teacher leaders “lack position and instead lead through influence… [and] may not have 
formal role descriptions, policies or processes to support or inform their work” 
(Lipscombe et al., 2021, pp. 7-8). This was the case for each teacher category 
participant in this study, who (without a formal role with regards to the school-
university partnership) took “actions that went beyond the formally assigned roles of a 
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classroom teacher” (D. Nguyen et al., 2019, p. 67) and influenced others. Two tiers 
within the teacher leader level have been identified in this study: those that influence 
their colleagues (as well as PSTs), and those that influence PSTs. 
Teacher Leaders who Influence Other Teachers. The teacher leaders in this 
first tier were typically responsible for organising various partnership activities, and/or 
for encouraging their colleagues to become involved in those activities. At Eucalyptus 
Primary School, all three teacher category participants (ES.T1, ES.T2, and ES.T3) were 
involved in organising a partnership activity, which meant they were the “ones that get 
the ball rolling” (ES.T1) for events that recur each year. As ES.T1 explained, “We work 
with our [ES colleagues] to say, ‘The university [students are] coming again. Remember 
what we did last year? We’re doing the same thing [this year], or do you want to change 
it up?’” ES.T2 indicated that being a teacher leader gave her insight into what might 
hinder her colleagues from participating in partnership activities: “Because I’m a 
classroom teacher as well as someone who’s trying to get people to do [partnership 
activities], I do see that other side of it.” D. Nguyen et al. (2019) and Wenner and 
Campbell (2017) acknowledge that this can be a tension of teacher leadership, with a 
need to balance one’s own teaching and teacher leadership roles, as well as negotiate 
relationships with colleagues. 
In the Grevillea Primary School group interview, the friendly banter between 
GS.T1 and GS.T3 in particular demonstrated GS.T1’s influence as a teacher leader: 
GS.T3: This is my second [GU PST]. [GS.T1] is my coach at this school… 
GS.T1: Yeah, I was going to say, I have to admit I… 
GS.T3: Very gently twisted my arm into… 
GS.T1: Bullied [GS.T3] into… 
GS.T3: Taking [PSTs]. 
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Later in the interview, GS.T1 gave further detail of this interaction:  
I genuinely think that when [a teacher steps back from involvement in a partnership 
activity] most of our teachers will then go up to someone else and say, ‘I’m not 
going to do it, but you should!’ ‘You should take a [PST], [GS.T3]! It would be 
really great for them to see your practice in action.’ 
The collegial culture of GS was inextricably linked to GS.T1’s and GS.T4’s teacher 
leadership, in line with the findings of literature reviews by D. Nguyen et al. (2019) and 
York-Barr and Duke (2004) that “the quality of teacher leadership depends on the 
nature of the relationship between teacher leaders and their peers” (D. Nguyen et al., 
2019, p. 69). 
At Kangaroo Paw High School, the seniority and prior experience of both KS.T1 
and KS.T3 contributed to their teacher leadership. KS.T3 was the self-confessed 
“grandma” of the KS.Gr1 group interview, with 17 years of teaching experience as well 
as a previous university-based role managing professional experience placements at 
Stringybark University. Given that she was “interested in that space” of school-
university partnerships and PST development, KS.T3 was informally working alongside 
KS.C1 to lead her colleagues in their work with PSTs. KS.T1 (with seven years 
teaching experience in varied contexts) was also interested in the teaching and learning 
area of professional development. KS.T1 influenced colleagues through leading the 
ECT Mentoring Program and the KS-KU community of practice. In a similar vein, 
BS.T1 at Bottlebrush Independent School had 15 years teaching experience and valued 
how the BS-BU partnership enabled her to engage in research, “bringing that back and 
sharing [what I learn] with [my] colleagues. I think for me, that’s what it’s about.” 
Buchanan et al. (2020) highlight the career-spanning nature of teacher leadership, with 
Louws et al. (2020) assertion that teacher leadership “is seen as a potential instrument 
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for teachers to develop professionally” (p. 691) resonating well with KS.T1, KS.T3, and 
BS.T1. 
Teacher Leaders who Influence PSTs. While not all teacher participants 
indicated that they influenced their colleagues, all demonstrated teacher leadership in 
influencing PSTs (Lipscombe et al., 2021; D. Nguyen et al., 2019). For the early career 
teachers at Kangaroo Paw High School (KS.T2, KS.T4, KS.T5, and KS.T6), these 
leadership opportunities were recognised as unusual for beginning teachers. As KS.T5 
reflected, “talking to my friends… from my [university degree] cohort, not even 5%... 
would have had an opportunity to have a [PST], [whereas] I’ve had six or seven [PSTs] 
by now.” The ECT Mentoring Program at KS and support of colleagues meant that even 
though hosting late-stage PSTs so early in her career “was concerning to me,” KS.T2 
recognised “it’s been a great learning curve for me, too.” These teachers had also taken 
opportunities to speak to PSTs at Koala Fern University, as well as at Hazelwood 
University, about “my beginning teacher experience and what I’ve picked up from the 
start of my career here and just try to pass on pieces of advice, really” (KS.T6). 
Buchanan et al. (2020) recognise this as one of the benefits of teacher leadership – as 
“an iterative and recursive process throughout the work lives of teachers” (p. 581), it is 
something that early career and experienced teachers alike can engage in. 
D. Nguyen et al. (2019) identified that teacher leadership is “exercised on the 
basis of reciprocal collaboration and trust” (p. 67). GS.T2 noted that working with PSTs 
within the GS-GU partnership gave opportunities where “I learn from them, just as 
much as they learn from me.” Similarly, GS.T5 described a shift in relationship between 
herself and PSTs: 
I think the [PSTs] have come [to see] it as a valuable partnership, not just me being 
a mentor teacher, but them being part of… my partner within the room… I think 
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you’ve got to start to think along those lines as that supportive person within your 
room. 
Teacher leadership is a valuable opportunity for professional development and growth 
(Buchanan et al., 2020; Schott et al., 2020). This is clear in the following comment from 
KS.T5: 
It gives us an opportunity to experience something that we don’t normally in the 
classroom… We get that little bit more of a mentor role, which obviously is 
something we do with the [school students], but it’s completely different when 
you’re looking at adults, so helps develop us more as well. 
Despite the somewhat arbitrary distinction made here between the two tiers of teacher 
leaders, the findings from this study echo that of Schott et al. (2020) in recognising the 
wide-reaching benefits of teacher leadership: “Not only teachers themselves seem to 
benefit from teacher leadership, but also the employing school, students, and even 
actors beyond school level, such as… professional networks” (p. 8). Although it is 
beyond the scope of this study to suggest a causal link between school-university 
partnerships and teacher leader development, BS.E1 did indicate a correlation between 
the two: “I have this strong belief that it’s no coincidence that all of those staff who 
[became involved in the BS-BU partnership] have moved into leadership roles.” 
10.4.2 School Context 
Stoll (2000) makes clear that “school culture is influenced by a school’s external 
context” (p. 9), including community beliefs about schooling, and political and 
economic forces. In this study, the contextual differences between the cases (see Section 
10.2 and Table 14) correlate to differences in the associated school-university 
partnerships and teachers’ and school leaders’ motivations for involvement. It is beyond 
the scope of this study to suggest causal links between the school contexts and the 
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school-university partnerships or to parse out the impact of individual contextual 
elements separate from the whole. Instead, some of the effects of context are presented 
here to give heterogenous examples of contextually responsive school-university 
partnerships. 
As seen in Figures 34-37, there is some indication that the size of a school 
contributes to its capacity for maintaining multiple school-university partnerships. 
While GS (student population of 700) and ES (student population of 560) were engaged 
in partnership with one university each, KS (student population of 2480) maintained 
deep connections with four local universities. Although the BS-BU partnership was 
affiliated with the primary (K-6) section of the school (student population of 650), the 
fact that BS is a K-12 school (total student population of 1150) meant that the teachers 
had a longer term view for their students than might have been the case at a different 
primary school, as BS.T2 explained: 
I think even in our position in a primary school… working in a K (or pre-school) to 
Year 12 school, we have a bigger picture of where we want our kids to go, or their 
educational pathway. I think sometimes, in primary schools, it just becomes… 
insular. It stops at Year 6, then they might discuss about what high schools they’re 
going to… For us, it’s often talked about, what the achievements are of the high 
school [students], and where they are moving on to, and what they’re doing… Our 
relationships aren’t just over a six or seven year period with these [students]. We’re 
seeing them for a lot of their education, and we’re interested in what they’re doing. 
BS.T2 saw a clear link between this long term connection to BS students’ educational 
pathways, and BS’s interest in maintaining school-university partnerships. In addition to 
the school’s size, the location of the school was also a factor. While KS was in close 
proximity to multiple universities (seven universities within 30km), as was BS (10 
universities within 5km), GS had fewer options (3 universities within 30km) and ES had 
just one university (EU) nearby. 
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For the two schools in low socio-economic areas (KS and ES), the demographics 
of the school community had divergent influences on their involvement in school-
university partnerships in terms of ES students’ aspirations, and KS staff recruitment. 
ES.C1, ES.T1, ES.T2 and ES.T3 each valued the ES-EU partnership for the way it built 
ES students’ aspirations for further education, recognising that in their context few 
students viewed university as attainable (Edwards & McMillan, 2015; Wilks & Wilson, 
2012). Visiting the EU campus (such as when PSTs taught Health and Physical 
Education lessons to ES students) and interacting with EU students (such as through 
Harmony Week events) gave ES students opportunities to “feel what the [EU] campus 
was like” (ES.T2) and see EU students as role models of what is achievable – “If they 
can go to university, I can go to university” (ES.T1). In contrast, teachers at BS (in a 
much higher socio-economic status area) expected that “a lot of our [BS students] will 
be going on to university” (BS.T2). Even so, they too appreciated how school-university 
partnerships demonstrated to BS students “that their teachers have those relationships 
with universities, or expectations…” (BS.T2) “…and value education” (BS.T1).  
While ES participants identified the effect that socio-economic status had on 
their students, KS participants noted the effect of socio-economic status on staff 
recruitment. In much the same way that PSTs may have developed “idyllic or hellish 
images about rural life” (Downes & Roberts, 2018, p. 32) that influences recruitment 
and retention in rural, remote and isolated schools, KS.C1 recognised the need to 
address “the perception versus reality” for PSTs in order to fill the staffing needs 
associated with their large (and growing) student population. KS.C1 elaborated that “the 
honest feedback from pre-service teachers [when they look at the area KS is located], 
they’re scared, thinking, ‘Oh my god, I’m going to get here and get stabbed!’ Or, ‘My 
car will get stolen!’… All of those negative perceptions.” Through the KS-KU 
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partnership (where KU PSTs can become familiar with KS, and vice-versa) and 
adjacent activities (including the three-year early career teachers’ mentoring program, 
and support for KS students who wish to become teachers), KS staff have established “a 
pipeline of culturally responsive teachers who are trained in their schools, understand 
the community’s unique context, and appreciate the funds of knowledge from which to 
draw learning into their teaching practices” (Lee, 2018, p. 120). 
10.4.3 School Philosophy and Framework 
Discussing an organisation’s underlying beliefs and ideological philosophy, Schein and 
Schein (2017) explain that “they serve the normative or moral function of guiding 
members of the group as to how to deal with certain key situations as well as in training 
new members how to behave” (p. 20). In this study, the clearest example of a school’s 
underlying ideological philosophy was at Grevillea Primary School, where the Art and 
Science of Teaching (Marzano, 2007) was woven through each interview. GS.E1 
explained that she introduced this “strong pedagogical framework… because I had 
previous experience in it, and I was well versed in it, and I believed in it.” This 
approach incorporates research and evidence with teachers’ professional judgements to 
empower “individual classroom teachers [to] determine which strategies to employ with 
the right students at the right time” (Marzano, 2007, p. 5). Importantly, GS staff saw 
strong connections between their school framework and their involvement in the GS-
GU partnership. When considering the benefits of the partnership, GS.C1 pointed out 
that “We learn best by teaching. If you have a new skill and you’re teaching it to 
someone else… And that’s what the Art and Science of Teaching is, that’s what [we use 
with GS students] in the classroom… To me, the benefits are the same [for PSTs].” 
GS.T4 described how the positive attitudes of GS staff towards the partnership “come 
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out of our pedagogy… because we have a very strong pedagogical frame about what we 
do here at our school,” referring to the Art and Science of Teaching. 
While perhaps not as succinctly stated, school philosophies were also evident in 
other cases in this study. KS.C1 stated that “at this school, our framework… is around 
the professional standards… We talk APSTs [Australian Professional Standards for 
Teachers], or APSPs [Australian Professional Standards for Principals], depending on 
career stage.” This was well aligned with the KS-KU community of practice, where 
senior KS teachers were supported to develop portfolios for further accreditation at the 
APST levels of Highly Accomplished Teacher and Lead Teacher. Another element of 
the KS philosophy was evident in the KS.Gr2 interview, where KS.T4, KS.T5, and 
KS.T6 explored how risk-taking was encouraged for all at KS (particularly PSTs and 
ECTs): 
KS.T6: As [KS.C1] always says on [PEx], try things. Don’t be afraid to get out 
there and try different things. 
… 
KS.T4: Trial and error can be a bit overwhelming, but. 
KS.T5: Yeah, especially as a [PST]. 
KS.T4: But you got to, because you’ve got that safe net. And then I think once you 
get to the end of your second, third, fourth year [as an ECT], you’re 
starting to do that again… [KS.T6] you’re still young. How long have you 
been teaching here? Two years? 
KS.T6: A year and a half. 
KS.T4: A year and a half. So when you get to your third year [as an ECT], you’ll 
feel like, ‘I’ve got my behaviour management. I feel pretty comfortable. 
I’m going to try something different.’… It’ll be a completely different 
approach. 
KS.T5: I can agree with what you’re saying. 
Teachers and school leaders in this study thereby saw connections between what they 
were afforded themselves as teaching professionals, or what they offered to their 
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students, and what they extended to pre-service teachers through their involvement in 
the school-university partnerships. 
Furthermore, the partnerships were enriched by alignment between the 
undergirding approaches of the schools and universities. GS.C1 spoke about this being 
instrumental to the GS-GU partnership: “We chose to stay with [GU] because we liked 
the philosophy that [GU.A1] was talking to us about.” BS.E1 recognised the differences 
between BS and BU, noting that BU “is quite a conservative… university. We are as far 
from that as you can possibly imagine… We’re a secular school… we’re quite liberal. 
But I quite like [the partnership] because part of that is about diversity.” Nevertheless, 
the “misalignment around values” that BS.E1 identified as a possible hindrance to his 
involvement in the partnership was “not so much with [BU], but I can see that 
potentially being an issue with some places. It’s never been an issue with [BU].” The 
synergy between schools and universities at the level of their philosophy and values can 
promote the shared understandings and “coherence of vision” (McLean Davies et al., 
2017, p. 214) that were found in the systematic literature review to be critically 
important to successful school-university partnerships (Section 2.3.5) (Green, Tindall-
Ford, & Eady, 2020a). 
10.4.4 Interest in Research  
As with White et al. (2018), participants in this study indicated a high regard for 
research-informed practices and “identified research as being important in their 
workplace” (p. 7). BS.E1 mentioned a professional learning course he had recently 
attended at Harvard University led by Howard Gardner, while GS.C1 recognised 
research by John Hattie and others when explaining her teaching philosophy. BS.T1 
found that her partnership role as a lecturer and tutor with BU meant that she was 
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“keeping fresh all the time… You’re reading lots and lots of new [research] papers all 
the time, and you’re keeping current.” For ES.C1, “the [ES-EU] partnership is 
invaluable, because I think it helps teacher practice here [at ES] because [ES teachers] 
have to articulate all the time why they’re doing [what they’re doing].” She continued 
later that one of the main benefits of the ES-EU partnership was “the articulation… It 
means that a lot of my teachers keep up to date with current thinking.” Engaging in 
these reflective and research-informed practices enabled these teachers and school 
leaders to stay up to date in a “rapidly changing society” (van Schaik et al., 2018, p. 50), 
in accordance with policy expectations (Australian Institute for Teaching and School 
Leadership, 2011). 
An appreciation for research-informed practices and risk-taking could also be 
seen in the innovative practices that an ES teacher colleague implemented in Health and 
Physical Education classes involving “dance mats… exercise bikes through 
PlayStation… [and] iPads” (ES.T3). Similarly, KS.T5 discussed his efforts to introduce 
mindfulness exercises at the start of a lesson: “Some of the classes responded really 
well to it. Other classes… they weren’t getting into the driver’s seat. It’s all about… 
finding out what works for [those students] and then… looking on how you can apply 
that further.” These opportunities for teachers to take risks and implement innovative 
practices are “easier when staff feel trusted to try new things and make mistakes, safe in 
the knowledge that they will be supported… In such supportive contexts, leaders 
develop a sense of enthusiasm, trust, and openness to change” (Sharples et al., 2019, p. 
11). 
Notably, leaders of research-engaged schools “value and encourage research 
participation and evidence use, model the use of evidence in practice… and set the right 
climate and practice conditions for staff to engage in and with research” (Prendergast & 
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Rickinson, 2019, p. 34). There was evidence of this in the schools in this study, 
particularly in the context of their school-university partnerships. For instance, GS.E1 
utilised data about the demographics of the teaching workforce when making decisions 
about school strategy and staff recruitment, recognising that “We’ve got to keep a 
healthy balance between the ageing population and making sure we encourage [PSTs] to 
make this a career. We know what the statistics are telling us.” Similarly, GS.C1 
mentioned a wide array of data sources, including student assessment results (in 
national standardised tests as well as school-based reports), parent opinion surveys and 
staff surveys, that indicate that GS is “doing something right” as a school community 
and therefore has something worth sharing with others through their school-university 
partnership. BS.E1 made clear that he encouraged staff to participate in research 
projects (with BS staff contributing to “at least three, maybe four PhD studies this 
year”), while KS.C1 acknowledged that “We do place a fair emphasis on getting 
research projects” and was therefore happy to participate in this study. GS.C1 
mentioned that GS was exploring involvement in a research project with another 
university, saying, “At the end of the day… Knowledge is power, isn’t it? So the more 
we can gain and understand, the better.” 
Each school in this study therefore had an inclination towards being research-
informed, resonating with Sharples et al.’s (2019) assertion that “Schools are learning 
organisations. They continuously strive to do better for [students]. In doing so, they try 
new things, seek to learn from those experiences, and work to adopt and embed the 
practices that work best” (p. 3). Although it is unclear which may have come first – a 
school’s interest in research, or their involvement in a school-university partnership – 
this element of these schools’ cultures amplified their partnership work (McAleavy, 
2015; van Schaik et al., 2018).  
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10.5 Commitment to the Profession 
Across all four cases, participants made clear that they believed it 
was their professional responsibility to be actively involved in not 
just their own school, but also the whole teaching profession. This extends the notion of 
collective responsibility, which Qian et al. (2013) defined as “teachers’ willingness to 
take responsibility for the learning of their own students as well as students throughout 
the whole school” (p. 446). KS.T5 reflected on the collective responsibility that KS 
teachers shared regarding PSTs:  
We want to give the best opportunities possible, and I think it hurts all of us a little 
bit when we see that not happen. So it’s really important to all of us to make sure 
that does happen, to the best of our abilities. 
This recognition that the actions (or inactions) of others affects colleagues and, more 
broadly, fellow members of the teaching profession, is reflected in Yazar et al.’s (2020) 
assertion that “it is crucial that teachers act with the spirit of the team and with the 
consciousness of being ‘we’” (p. 42). In a similar vein, BS.E1 constantly considered the 
bigger picture, saying, “I have a really strong personal belief in the profession, rather 
than just us as a school,” and “I always put it to [BS colleagues] about the profession” 
when encouraging them to participate in BS-BU partnership activities. GS.E1 and 
GS.T1 each independently stated that contributing to the teaching profession through 
their school-university partnership and associated activities was a “moral purpose and 
the professional obligation” (GS.T1) of those in the teaching profession and their 
“ethical responsibility, to make sure that we’re giving the best and make sure that 
anyone that’s coming into schools is going to be top quality, too” (GS.E1). ES.E1 
echoed this position, saying that at ES there’s “a moral purpose here around making 
sure that we’re supportive of the next generation of teachers… We’ve got some highly 
 
Chapter 10: Quintain  Page | 289 
Corinne A. Green  Partnering in the Third Space  
skilled people here, and why not learn from really good practice and take up that 
responsibility fairly seriously.” Although Janzen and Phelan (2019) acknowledge that 
“obligation in teaching is double-edged; on the one hand, it is that which makes 
teaching ‘good,’ while on the other hand, it is emotionally burdensome” (p. 17), for 
these teachers and school leaders it was a positive thing to “recognise that they’re in a 
profession” (BS.E1) to which they have a responsibility and can contribute (Chatelier & 
Rudolph, 2018; McLeod, 2017; Rust, 2010).  
Throughout each case, teachers and school leaders identified a wide variety of 
reciprocal benefits of their school-university partnerships, many of which have links to 
the four enduring issues within the teaching profession identified in Section 3.2 (see 
Figure 38 and Sections 10.5.1-4). These included benefits that teachers and schools 
afforded to academics and universities (such as teachers connecting researchers to the 
classroom reality) and vice versa (such as academics encouraging teachers to employ 
research-informed practices). Additionally, participants identified ways that they 
contribute to pre-service teachers and initial teacher education programs (including 
offering PSTs opportunities to observe and teach in classrooms) and that working with 
PSTs and ITE programs benefits them (for instance, the way that hosting a PST in a 
classroom prompts the teacher to reflect on their own teaching practices and be a good 
model). The benefits shared between academics and PSTs were generally beyond the 
scope of this study, although teachers and school leaders did note the importance of 
academics grounding ITE in theory and research (rather than PSTs relying solely on 
what they can learn through classroom experiences).  
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Figure 38 
Reciprocal Benefits Associated With the School-University Partnerships in This Study 
Significantly, participants believed that these benefits had a cyclical effect leading to the 
improvement of the teaching profession as a whole. For instance, where partnership 
activities involved professional development for in-service teachers, those teachers were 
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able to give higher quality mentoring and professional experiences for PSTs who visited 
the school (whether for PEx placement or another partnership activity) (Dillon et al., 
2014; Nielsen et al., 2020; Willis et al., 2018). As KS.C1 declared, KU working in 
collaboration with KS “around improving the capacity of those teachers surely only 
improves the pre-service experience… Working with those teachers… does actually 
improve the experience when it comes back to a [PEx] placement [for PSTs].” Those 
PSTs, having had high-quality professional experiences, were better prepared for their 
teaching careers and more likely to succeed as early career teachers (Gundlach, 2018; 
Koubek et al., 2020). Subsequently, those ECTs contributed to school student 
achievement and school improvement, whether they were employed at the partner 
school or elsewhere (Gerrevall, 2018; Nettleton & Barnett, 2016).  
Likewise, the tighter connections between schools and universities led to 
synergy between theory and practice in both settings, and a recognition of their shared 
responsibility to the teaching profession (Chittleborough & Jones, 2018; Nielsen et al., 
2020; White et al., 2018). KS.T3 acknowledged that when schools “work more closely 
with universities in partnership… that feeds both ways. I think it helps your research, 
but it also helps your teaching.” KS.T3 was excited by the opportunities that the school-
university partnership offered to ask, in collaboration with her university counterparts, 
“How are we going to further the profession? How are we going to improve it?” 
For the participants in this study, recognising all of these benefits reinforced 
their belief in the value of school-university partnerships and sustained their motivation 
for contributing to the teaching profession and addressing its enduring issues through 
their involvement in the partnership (Ajzen & Kruglanski, 2019; Chittleborough & 
Jones, 2018; Schmalfuß et al., 2017). This is discussed in detail in Sections 10.5.1-4. 
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10.5.1 Quality of PSTs’ Experiences in Schools 
As discussed in Section 3.2.1, professional experience – that is, time spent by PSTs in 
classrooms and schools – is a key element of ITE (Grant-Smith et al., 2018; Phelps, 
2019). However, despite its importance, there are ongoing issues with its provision such 
as ensuring its form matches its intended function, consistency of experience in 
differing contexts, and recognition of PSTs’ capacity for involvement (Dillon et al., 
2014; Grant-Smith et al., 2018; Southgate et al., 2013). These issues are considered here 
with regard to the school-university partnerships in this study and current research 
literature. 
Consensus Regarding the Form and Function of Professional 
Experiences 
In highlighting its wicked nature, Southgate et al. (2013) present four discourses 
regarding professional experience:  
• that it is “just ‘common sense’ that any exposure in schools is beneficial for pre-
service teachers… [and so] attention is paid more to the quantity than the 
quality of the experience” (p. 16); 
• that “the theory-practice divide bedevils university-based ITE” (p. 16), causing 
rifts between school and university expertise and knowledge; 
• that of “professional experience as work-integrated learning… expressed in 
terms of getting graduates ready to ‘hit the ground running’ (and keep running) 
once they are in the workforce” (p. 16); and 
• that “the purpose of professional experience is to prepare pre-service teachers 
adequately to be able to work in diverse learning settings, which will in turn 
create graduates more willing to work in difficult-to-staff-schools” (p. 16). 
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Southgate et al. (2013) argue that “the proliferation of terminology and discourses 
(some complementary and others conflicting) on professional experience are indicative 
of a wicked problem” (p. 16), particularly because the form ought to match its function, 
and the function is not agreed upon. While this may be true at a system-wide level, the 
contextual nature of school-university partnerships enables localised decisions about the 
appropriate purpose for the partnership and its activities (including professional 
experiences for PSTs), and thereby the form that they take (see Table 16). 
Table 16 
Function of School-University Partnerships and Form of Partnership Activities in This 
Study 
Case Function of the partnership Form of partnership activities 
GS-GU 
partnership 
Readying PSTs for all that the 
teaching profession entails 
PSTs volunteer at GS for the whole 





strategy/need for competent 
staff as a growing school in 
a low socio-economic area 
KS hosts large numbers of PSTs for 
PEx placements and targets those 
who suit the school for future 
employment. 
ECTs are supported through extensive 
mentoring and leadership 
opportunities. 
Senior teachers develop alongside KU 





connections to the 
community (including with 
the university) 
EU students visit ES (to teach lessons 
and share culture), showcasing the 
school. 
ES students visit EU, familiarising 
them with university and promoting 
aspirations of higher education. 
BS-BU 
partnership 
Building PSTs’ confidence in 
classrooms and connecting 
theory with practice 
PSTs volunteer in classrooms (with 
the frequency, duration, and focus of 
visits negotiated by PST and BS 
staff). 
BS staff lead BU ITE subject 
tutorials. 
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As Table 16 demonstrates, the purpose or function of each school-university partnership 
differed and was founded on the needs and interests of that school and university. This 
enabled a wide variety of activities to be implemented across the four cases, relevant to 
that partnership’s intended function. Further, this facilitated the teachers and school 
leaders in these school-university partnerships to address aspects of the “wicked 
problem of professional experience” (Southgate et al., 2013, p. 18) in ways that made 
sense in their context (Mtika et al., 2014; Willis et al., 2018). 
Although a singular function for professional experience across all ITE is not 
currently evident (Southgate et al., 2013), school-university partnerships enable 
teachers, school leaders and teacher educators to collaboratively determine the purpose 
that best suits their own context and the form that fulfills that function (Burns et al., 
2016; Cavanagh & Garvey, 2012; Willis et al., 2018). Indeed, the systematic literature 
(Green, Tindall-Ford, & Eady, 2020a) identified having a common vision as critical to 
the success of a school-university partnership (Section 2.3.5). Through ongoing 
communication and negotiation, school-university partnerships can even shift the form 
and function of their activities over time, as GS.E1 indicated: “It’s about… four years 
that we’ve been with [GU]… So the time’s right. You sort of feel your way in the 
beginning. It’s working for us, and it’s working for them, so now let’s go to the next 
step.”  
High-Quality Professional Experiences 
The quality of professional experiences in ITE can certainly be inconsistent and 
disjointed, particularly when a university has superficial relationships with a large 
number of schools focused on the logistics of PEx placements (Buckworth, 2017; Dillon 
et al., 2014; Rust, 2010). In those instances, the quality of PSTs’ experiences and the 
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calibre of those in mentoring roles may be unknown and uncontrollable by teacher 
educators, with poorer outcomes for PSTs (J. S. Davis & Fantozzi, 2016; Southgate et 
al., 2013; Ure et al., 2017). In contrast, professional experience activities within the 
context of a school-university partnership benefit from cross-institutional collaborative 
dialogue, deep relationships, and shared vision (Green, Tindall-Ford, & Eady, 2020a; 
Koubek et al., 2020; Phelps, 2019). In the school-university partnerships in this study, 
all stakeholders were confident that PSTs were being well supported in the classroom 
by high-quality mentors and specific elements of the partnerships’ activities. 
In this study, the teachers who were involved in partnership activities were seen 
by their colleagues as highly competent and capable as teachers and mentors of PSTs, 
leading BS.C1 to declare, “I have an extremely professional staff. I trust each of them 
immensely.” For ES.E1, this certainty in the quality in her staff was earned, not 
assumed: 
In the early days [in the role of ES Principal], I was very mindful that I actually 
placed the [PST] with the best practicing teacher. I’d have to be very confident 
about the staff, and who would be able to guide these young pre-service teachers. I 
think in this school, because there are some really high-level teachers, I would be 
confident that any one of our teachers could support the learning of the pre-service. 
But in another school, it would probably take a little bit of time just to suss them 
out and work out where would the best modelling come from. 
While it was beyond the scope of this study to confirm this from the university’s 
perspective, the indication here is that where school-university partnerships are in place, 
academics can be confident that PSTs will be supported by quality teachers and capable 
mentors in school settings (Thomson et al., 2017; Willis et al., 2018). 
The quality of the professional experiences in these partnerships was not just 
about PSTs spending more time in a school. In fact, BS.C1 recognised that partnership 
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activities did not necessarily need to involve large time commitments to be effective: 
“Even if it’s a workshop; it doesn’t have to be every day, or once a week, or anything. It 
could be for special events, having those [PSTs] in. There’s so much opportunity 
throughout the year, at various points.” Instead, the focus was on providing heightened 
structure and support for PSTs while they were in the school to maximise their learning 
(Koubek et al., 2020; Nettleton & Barnett, 2016; Radford et al., 2018). The teachers at 
KS, for instance, “make an effort to get [PSTs] to look at other teachers around the 
school as well, but I also make a point of not organising that for them” (KS.T1). KS.T5 
similarly encouraged PSTs to “identify areas they want to work on [then] they can talk 
to their mentor teacher and go, ‘Hey look, I want a look at some behaviour 
management.’ We can identify someone who’s good at that.” This reflects Young et 
al.’s (2018) learning community approach where “professional experience is viewed as 
a whole-school responsibility rather than just the work of supervising teachers” (p. 280). 
It also promoted professional conversations that deepened PSTs’ learning (La Paro et 
al., 2019; Mauri et al., 2019). 
There were specific elements of the professional experiences in each partnership 
that further enhanced the learning opportunities for PSTs. Within the GS-GU 
partnership, PSTs were able to become immersed in all aspects of school life from the 
first day of the school year. As GS.T4 noted, this partnership activity enabled PSTs to 
be part of “everything that’s entailed in teaching. It’s an opportunity for them to make 
those connections which they wouldn’t get necessarily until their first year out [as 
ECTs].” Within the KS-KU partnership, KS.C1 “tries to identify the teachers that he 
thinks would best suit [PSTs] at different stages” (KS.T5), with “final year [PSTs] 
placed with… more senior teachers… and first year [PSTs] placed with [ECTs] so that 
they can see the progress and where they can aim to be” (KS.T1). In the ES-EU 
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partnership, ES.C1 led professional learning sessions for PSTs during their PEx 
placement in which “I get the pre-service teachers to decide what they’d like to hear 
about… then we write it to suit their needs.” As part of the BS-BU partnership, BS.E1 
explained that in the midst of 2nd year PSTs’ 10-week PEx placement, “We would 
debrief and talk about… ‘How’s it going so far?’ ‘What can you get out of it now?’” 
and help the PSTs set their own professional development goals. Each of these elements 
were specific to the context of those partnerships and heightened the support PSTs 
received and the quality of their professional experience (Green, Tindall-Ford, & Eady, 
2020a; Phelps, 2019; Willis et al., 2018). 
PSTs’ Capacity for Involvement in Professional Experiences 
As Grant-Smith et al. (2018) and Moore et al. (2015) make clear, there are real costs 
that PSTs must bear when participating in professional experiences and school-
university partnership activities. Some of the participants in this study appeared 
unaware of these burdens, like GS.T4 who firmly believed in the value of immersive, 
long-term experiences for PSTs in classrooms and suggested that PSTs “need to see 
what’s happening every day in a classroom… You can’t do that in a three-week block. 
You need to have those [long term] experiences.” GS.T5 expanded on this notion, 
comparing three-week and five-week block placements: “I feel I can get somewhere 
with the [PST] in five weeks. I find three [weeks], we’re just on our way [then it’s 
over]… I think five [weeks] is probably, I’d like to see that be the minimum.” When 
making these comments, GS.T4 and GS.T5 did not acknowledge the financial stress that 
longer block placements place on students (Grant-Smith et al., 2018; Moore et al., 
2015). Grant-Smith et al. (2018) described this as the “conflict between placements that 
were sufficiently long enough to allow [PSTs] to become comfortable, competent and 
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confident in the classroom against the financial impact of extended placements” (p. 25).  
Others in this study, particularly participants from ES, did consider the 
competing demands for PSTs. For instance, ES.T3 recognised that “if [PSTs] have work 
commitments, you can’t always put them off. You know you’re going to have those six-
weeks [of placement], you can’t take another week out and change it all around.” ES.E1 
commented that “we’ve had a lot of [PSTs] who are coming to teaching as mature age 
[students], and some of them have got families and mortgages, and you think, ‘How are 
they going to manage all of this?’” Similarly, ES.T2 questioned, “How do [PSTs] fit 
everything in, how do you manage the time?... I went through [ITE] on a scholarship… 
they still try to work through it, so I know, I understand it’s difficult for them.” ES.C1 
expressed her concerns about the longer-term impact on the teaching workforce if these 
barriers prevent certain people from pursuing a teaching career: 
It worries me that the only people able to maintain this sort of thing [in ITE] are 
those that don’t have jobs, that are lucky enough to be… or are living on a 
shoestring budget to make that happen. A lot of them can’t give up the work, or 
have to give it up during their… placement… You can’t afford to not be working… 
I worry sometimes about whether people will take up the uni opportunity, if there’s 
the mental pressure, and you’ve also got the financial pressure and the academic 
pressure. I just think, for some of them, it just might be too much. Which I think it 
a bit of a shame, because you’re getting more of the middle-of-the-road doing 
teaching… How have they any idea what trauma is like for some of these kids? 
Although these teachers and school leaders were evidently empathetic to PSTs’ 
competing demands, they did not seem to do much more than wonder how PSTs would 
cope. The exception was BS.C1, who relayed a conversation she had with BU.A1 
regarding the possibility of financial remuneration or academic credit for PSTs that 
participate in BS-BU partnership activities. BS.C1 felt this was important due to “the 
cost of living… and the cost of university continually rising… It is asking [PSTs] to do 
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something extra, which is always difficult, because there’s a lot of other things that their 
time could be used for!” However, at the time of the interview these incentives were not 
offered to PSTs. 
While there were some instances of the participants in this study being 
concerned for PSTs’ capacity for involvement in partnership activities, there was little 
indication that these teachers and school leaders used their power within their respective 
school-university partnerships to ensure the partnership activities were accessible to all 
PSTs. Indeed, even though GU.A1 reportedly told GS.C1 “‘I’ve got [PSTs] so desperate 
wanting to do this [partnership activity], but they can’t afford to,’” GS.C1 and GU.A1 
apparently did not explore alternatives that would alleviate the burden for PSTs. 
Supported by the high level of negotiation and collaboration inherent within school-
university partnerships, there is scope for PSTs to be “offered a choice of a range of 
different models so they may maintain their standard of living and adhere to their other 
personal responsibilities” (Moore et al., 2015, p. 252) while also reaping the benefits of 
participating in partnership activities. 
10.5.2 Connecting Theory and Practice  
As was evident in the systematic literature review (Section 2.3.3) (Green, Tindall-Ford, 
& Eady, 2020a), a key benefit of each school-university partnership in this study was 
the opportunity to connect theory and practice – primarily for pre-service teachers and 
ITE, but also for teachers and schools, and teacher educators and universities. 
Pre-Service Teachers and Initial Teacher Education 
Integrating theory with practice has been identified as a critical component of 
exemplary ITE programs (Darling-Hammond, 2006; Stenberg et al., 2016). This is 
something that necessitates connections between schools and universities, because there 
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are elements of developing as a teacher that PSTs “don’t get from university, which is 
okay because you can’t get it at university, but then [that’s] what schools need to do” 
(BS.E1). School-university partnerships provide valuable spaces where theory and 
practice can be integrated in “a dialectical process that transforms both theory and 
practice” (Stenberg et al., 2016, p. 470).  
As BS.E1 declared, the best ITE programs have “academic staff that have a 
strong sense of the research, but then marrying that with people that have to implement 
that on the ground is really powerful.” This was clear in many partnership activities, 
such as the ES-EU partnership activity where PSTs worked with EU.A4 to develop a 
Science lesson that they then taught to ES students. Within this activity, the PSTs 
received 
more support for that one lesson than we here can ever give them [during a PEx 
placement], because we’re trying to give them support for two or three lessons a 
day. Whereas [with the partnership activity] I know that there was a lot of 
backwards and forwards there with the lecturer… until he got them to where he 
wanted them to be. I think that whole process for them would have been beneficial. 
(ES.T2) 
In a similar vein, EU PSTs developed a HPE lesson with support from EU.A5 and 
EU.A6, taught that lesson to ES students, then critically evaluated their teaching 
practices. As ES.T3 recalled, ES had “sent one of our more experienced teachers to go 
over and she does a [critical evaluation] of the lessons, [the PSTs] do a [critical 
evaluation] on their lessons, and then they match them up.” This aligns with Dillon et 
al.’s (2014) assertion that “what must accompany more extensive practicum experiences 
are multiple opportunities for [PSTs] to analyse and re-imagine practice, ideally with 
skilful help” (p. 99). 
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There were also enhanced opportunities for industry input into ITE, by virtue of 
the deepened relationships and ongoing communication between school and university 
staff within these partnerships. For instance, ES.C1 gave feedback on the TPA 
implementation that guided the advice that EU academics offered to PSTs. ES.E1 also 
mentioned that EU has become “far more collaborative around timing [of activities], 
expectations, and [ES.C1] has been attending a few high-level meetings [at EU], so 
they’re actually getting school voice.” Likewise, KS.C1 was able to give KU staff some 
insight into “the way in which things are viewed.” He gave an example of one such 
interaction: “‘What would you think if we did [PEx placements] like this?’ ‘No, don’t… 
No-one will like that, that’s too much of a headache,’ [or] maybe it is, ‘Yeah, great! Go 
ahead, that sounds really cool.’” GS.E1 anticipated further opportunities in this area as 
the GS-GU partnership evolved, perhaps enabling GS staff to “influence content 
decisions around initial teacher education programs” (Gutierrez et al., 2019, p. 112). 
These interactions can increase the synergy between theory and practice, and university 
and school learning, within ITE (Green, Tindall-Ford, & Eady, 2020a; Sewell et al., 
2018). 
Teachers and Schools 
According to the teachers and school leaders in this study, connections between theory 
and practice were not exclusively for pre-service teachers and ITE. Partnership activities 
prompted teachers to engage in reflection, because “If you’ve got [PSTs] watching you 
and [who] you’re going to be talking to all day about what you’ve been doing, you 
make sure you have a good reason for whatever it is you’re doing, which is good” 
(KS.T5). Teachers at BS recognised that without this reflection they could easily fall 
into rhythms, “doing the same things over, and over, and over again, that maybe don’t 
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work” (BS.T1). However, thanks to the school-university partnership and the ensuing 
connections between teachers, PSTs, and academics, “research is being brought back 
into your actual classroom” (BS.T2). Indeed, as Herrenkohl et al. (2010) and White et 
al. (2018) discussed, partnership activities like the KS-KU community of practice were 
opening up opportunities for teachers to not only engage with theory and research but 
also to contribute to it through “mini research projects that we can do at school” 
(KS.T1). These school-university partnerships thereby promoted both reflective and 
evidence-informed practices, deepening teachers’ understanding of their work and 
applying theory in their contexts (Buchanan et al., 2020; Qian et al., 2013). 
Teacher Educators and Universities 
The teachers and school leaders in this study indicated that the school-university 
partnerships had drawn theory and practice together for the teacher educators and 
academics with whom they had partnered. GS.C1 explained that GU.A1 was “about to 
start her research project and wants us to head it with her, with some other schools.” In 
a similar vein, part of the original impetus for the BS-BU partnership was BU.A1’s PhD 
project which investigated and addressed PSTs’ maths anxiety. These are examples of 
researchers “actively collaborating with industry partners such as schools, to increase 
relevance and impact” (Prendergast & Rickinson, 2019, p. 19). Participants agreed that 
their school-university partnerships led “university staff [to] develop stronger bonds 
with schools and enhance their understandings of practical settings” (Gutierrez et al., 
2019, p. 112). 
10.5.3 Nature of Teacher Professionalism 
Considering their sense of teacher professionalism and professional responsibility which 
motivated their involvement in school-university partnerships, participants discussed 
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their desire to both replicate the good experiences, and contrast the poor experiences, 
that they had themselves as PSTs. Additionally, they reflected on the role of gatekeeper 
that they performed for the teaching profession, supporting PSTs and protecting the 
quality of the next generation of teachers. Participants also indicated how their 
involvement in school-university partnerships was not driven by financial incentives or 
policy directives, with implications for managerial and democratic professionalism. 
Replicating and Contrasting own Experiences as PSTs 
While the time since their ITE degree varied greatly amongst those in this study, every 
participant had once been a pre-service teacher venturing into classrooms for the first 
time. This gave incentive for them to mentor and support pre-service teachers, because 
“someone did this for you, it’s time to give back” (BS.E1). For some, their pre-service 
experiences were positive, as KS.T6 described: 
I was fortunate enough to have a really good mentor teacher and he passed on a lot 
of good information to me and I'll be able to take those things into my classes. So I 
feel like without that, without that partnership with the uni, then I don't think I 
would probably be the teacher that I am if I didn't have it.  
When this was the case, participants wanted to replicate the good experiences for 
contemporary PSTs. As KS.T2 reflected, her experience as a PST at KS “was just very 
awesome. And I want other pre-service teachers to experience that.” Similarly, ES.T3 
reflected, 
Having been placed in the school [as a PST], you actually think back [now as an 
in-service teacher] and say, “Yeah, that was something that was actually really 
good for me.” So, if it was good for you, why wouldn’t it be something you want 
others to have the same experience at? So really, [my involvement in the ES-EU 
partnership is] continuing what had been part of my own course when I went 
through.  
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However, not all of the participants’ experiences as PSTs were good. KS.T5 spoke 
about one of his early PEx placements being “a really, really bad experience” because 
the supervising teacher “was constantly comparing me to a 4th year [PST] and saying, 
‘Why aren’t you doing what they’re doing? What aren’t you as good as this?’… I really 
struggled in that.” GS.T5 also reflected on one of her PST experiences where the 
supervising teacher “basically said to me, ‘I’ve been told I have to have you, I don’t 
really want you, I’m two years away [from retirement]’… It was horrible! I really was 
ready to quit by the end of it.” Echoing these reflections, GS.T4 explained how having a 
horrible experience as a PST prompted her to now “make sure, just like I do for 
children, that everyone gets the most positive opportunity they can to learn.” In these 
ways, whether participants had themselves had positive or negative experiences as 
PSTs, they saw it as their professional responsibility to provide positive and meaningful 
experiences for contemporary PSTs. Isaac and Hudson (2018) indicate that this may not 
necessarily be the case across the profession, with teachers’ willingness to supervise 
PSTs dependent on “whether or not this task aligns with [their] sense of what it means 
to be a professional” (p. 52). It appears that, for the teachers and school leaders in this 
study, supervising PSTs was indeed aligned with their perceptions of being a 
professional. 
Role as a Gatekeeper  
An important way that the school teachers and leaders in this study enacted their 
responsibility to the teaching profession was by performing the role of gatekeeper for 
the teaching profession. This was particularly relevant for PEx placements, where PSTs 
are formally assessed by a supervising teacher in terms of their teaching competencies 
and suitability. The determinations that supervising teachers and other school staff make 
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about PSTs’ competence and readiness for teaching can have significant implications 
for those individuals as well as for the profession more broadly (Ell & Haigh, 2015; 
Haigh & Ell, 2014). The teachers and school leaders in this study were well aware of the 
long term impact of these decisions, as they spoke about how they “don’t want to be 
embarrassed about what’s in my profession” (GS.E1) and that those currently in the 
teaching profession have an “obligation to the next generation of kids [to be a 
gatekeeper and be] prepared to put a little bit of time and effort into the next generation 
of people entering the profession that… has been good to us…” (ES.T3). 
The teachers and school leaders in this study did not take on this gatekeeper role 
lightly. GS.E1 stated, “I firmly believe that if a [PST] is not coping… you do not let 
them progress,” and posited that “If we receive a pre-service teacher in their third year 
here, and things aren’t going well, and it’s a pretty easy school like ours, you’ve got to 
question my colleagues’ judgements the first two years” (i.e., the teachers and school 
leaders at the PSTs’ previous PEx placements). However, teachers and school leaders in 
general have been shown to be unwilling to be direct about PSTs’ failings (Gerrevall, 
2018; Haigh & Ell, 2014). Indeed, KS.T1 admitted, “You don’t want to be the person 
that tells [the PST] not to be a teacher.” As ES.C1 noted, “It is heartbreaking when you 
fail [a PST], for everyone involved. It’s really their life, career, you’re changing or 
putting a speed bump in.” GS.E1 also recognised the inherent difficulty of the situation, 
admitting, “I know that’s hard, and I know that’s a hard call for people to say, because 
you’re dashing somebody’s dreams.” Even so, the notion of waiting until a PST had all-
but completed their ITE before suggesting they weren’t suitable for the teaching 
profession was something that GS.E1 saw as “just wrong at every level!” BS.T2 
recounted one such instance, with a fourth year PST: 
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[This PST] had really bad speech, like she couldn’t speak properly… and then she 
almost… failed [the PEx placement]… I think there was a lot of anxiety [for the 
PST] around the way she speaks, but why wasn’t this flagged before her fourth 
year?... It’s a bit too late now! She’s already done four years of uni! You can’t 
really say, ‘Sorry… it’s not going to work out’! 
GS.C1 commiserated that telling a PST they may not be suited to the teaching 
profession “can be viewed as blunt, but sometimes you need to be direct when it’s about 
children’s wellbeing.” These participants’ comments reflect that “both ‘false-positives’ 
and ‘false-negatives’ are problematic decisions: the former allowing inadequate teachers 
to pass, thereby affecting learners, and the latter depriving individuals of the right to 
teach, and depriving the profession of competent teachers” (Ell & Haigh, 2015, p. 143). 
A common essential question used when making these gatekeeper 
determinations and evaluations of PSTs, as noted by Aspden (2017), Ell and Haigh 
(2015), and Rorrison (2010), is, would I want this person teaching my children? This 
question, and variations thereof, were presented by several participants: 
I always say, at the end of that four year [ITE degree], I might end up with that 
person on staff. Are they going to be what I want? No. Would I want them teaching 
my child? No. They don’t have it. (GS.E1) 
I… say to teachers, ‘Would you put your child in front of that person?’ And if your 
answer is no, then they’re not to teach! ... If you won’t put your child in front of 
that person for a whole year to teach them, then that’s telling me something. 
(GS.C1) 
They’re often nice people so it’s not nice to [fail them]. But do you really want 
them teaching your kids? (KS.C1) 
Ell and Haigh (2015) offer a critique of this instinct-led decision making process, with 
Haigh et al. (2013) arguing that any assessment of teachers “should, in the eyes of the 
teachers and other stakeholders, be credible, dependable… fair [and] transparent” (p. 2). 
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While a teacher’s professional judgement of a PSTs’ capabilities should not be 
discounted (Sheridan & Tindall-Ford, 2018), relying upon instinct and the definitive 
question ‘Would I want this person teaching my children?’ can mean that teachers’ 
judgements “may or may not reflect the assessment criteria presented by the 
[university], [while PSTs] at times found it difficult to understand the judgements 
made” (Aspden, 2017, p. 138). Furthermore, the suggestion that teachers “tend to use 
their own experience as the norm for the kind of teacher they want to see developed” 
(Gerrevall, 2018, p. 635) introduces bias into the system. While the idiosyncratic nature 
of these decisions can be difficult to negotiate, Ell and Haigh (2015) declared that 
“behind [teachers’] decisions about readiness to teach, there is a great deal of thought 
and care” (p. 152). 
At times, a gatekeeper may be viewed as “the protector of the profession” 
(Rorrison, 2010, p. 507) and a person with unreasonable power over a PST’s possible 
future (J. S. Davis & Fantozzi, 2016). However, they can also be champions for PSTs’ 
development, particularly in the context of a school-university partnership (Nettleton & 
Barnett, 2016). ES.C1 spoke about the professional learning sessions she and her 
colleagues run for 3rd year PSTs during their PEx placement at Eucalyptus Primary 
School. While the PSTs suggested the topics for most of the sessions, ES.C1 
intentionally “left the [final session] free in case there’s something I think is a hole that 
they don’t realise… before they go on to 4th year.” At Bottlebrush Independent School, 
BS.C1 noted that the PST volunteer opportunities within the BS-BU partnership were 
“an opportunity for a [PST] that is struggling in some area, or has some sort of 
emotional or social… obstacle, that just needs time and time in the classroom [to 
develop and] overcome that.” Speaking from her previous experience as an academic at 
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Stringybark University, as well as her current role as a teacher at Kangaroo Paw High 
School, KS.T3 noted, 
The closer your partnership with a university and school is, the better able you are 
to support your pre-service teachers on [PEx placement]… [When] we had closer 
relationships… the [PSTs] always did better… Even if… they failed [the PEx 
placement]… there were clear things in place about why they failed, how, what we 
do next time… Which is just better for the [PST] because they either drop out of 
the profession they shouldn’t be in… rather than doing a four year degree and 
dropping out [early in their teaching career], or they are supported to push through 
and learn and thrive. So I think the closer that relationship [between school and 
university] is, the better it is for the [PST]. 
ES.T3 was cognisant of the longer term effects of acting as a gatekeeper:  
You may end up with them on your staff, so having them [in our school now as 
PSTs], being the best they possibly can be, is going to be a win for you, or it’s 
going to be a win for the next kid down the street, or your grandkids, or children, or 
whatever… I just think we really should have some input [into ITE], if we can. 
While there are inherent complexities in the appointment of gatekeepers, the teachers in 
this study in the context of their school-university partnerships believed that it was their 
professional responsibility that they support PSTs to succeed and ensure (as much as 
possible) that future generations of school students have high-quality teachers. 
Managerial Professionalism  
As discussed in Section 3.2.3, the increase in regulation and control over teachers 
contributes to managerial professionalism, where performance and accountability are 
highly prized (Bourke, 2019; Sachs, 2016). This approach can “prevent [teachers] from 
using their own professional judgement to do the job in the way they think best” 
(Glazer, 2020, p. 3) and “breed a culture of mistrust in which the teacher must 
 
Chapter 10: Quintain  Page | 309 
Corinne A. Green  Partnering in the Third Space  
continuously prove themselves worthy of their place within the profession” (Chatelier & 
Rudolph, 2018, p. 9). If the participants in this study operated under a sense of 
managerial professionalism, it would be reasonable to anticipate that their involvement 
in school-university partnerships would have been motivated by the policy documents 
and educational reviews mentioned in Section 3.2.3. However, these were not 
mentioned across all 14 interviews in this study.  
In a similar vein, although money was mentioned in each case, financial 
incentives did not play a major role in participants’ motivation to be involved in the 
school-university partnerships. As GS.C1 stated, “We all need a wage, because we all 
need to live. But it’s not, to take on these [partnership activities], it’s not about the 
money.” This aligns with findings from Nettleton and Barnett (2016), describing a 
school-university partnership where “there was very little financial support for the 
partnership… [and] financial incentives were not the reason [the school principals] 
encouraged their teachers to be involved in the partnership” (p. 25). Echoing J. S. Davis 
and Fantozzi’s (2016) description of teachers who supervise PSTs on PEx placements 
as “essentially volunteers; the university paid a small stipend for their work” (p. 254), 
some participants noted that being involved in the school-university partnership “is too 
much work to just think about the money, if you do it properly” (KS.T4) and that the 
money “doesn’t equate to the time I put into it, at all” (BS.T1). A few participants 
disparaged those in the teaching profession who might be driven by financial incentives, 
in line with Yazar et al. (2020) who asserted, “teaching is not an issue of money but… 
of spiritual profession… A person who gives importance to his profession in accordance 
with the scarcity and abundance of wages and salaries, cannot be considered to be doing 
his holy duty” (pp. 48-49). BS.T2 reasoned, “I think it’s… good when people who are 
actually really into their job take on [PSTs], rather than [doing it] for extra money!” 
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KS.T3 reflected on a previous teaching experience in the Catholic system in Western 
Australia where “we don’t get the money, it goes to the school… So you truly take [a 
PST] on because you are motivated to invest in the student.” These comments indicated 
that, although money may provide some initial incentive to some teachers, it did not 
significantly motivate the teachers and school leaders in this study to have long term 
involvement in their respective school-university partnerships. 
In contrast to managerial professionalism, wherein teachers and school leaders 
may have described pursuing school-university partnerships because it was mandated 
by policy or incentivised by financial reward, the participants in this study indicated that 
they were aligned with democratic professionalism with its focus on relationships, 
collaboration, and deep engagement in research and ongoing professional learning 
(Bourke, 2019; Sachs, 2016). 
10.5.4 Teacher Attrition  
Although there is a lack of robust data regarding teacher attrition in Australia, claims of 
high attrition amongst early career teachers and the impending retirement of senior 
teachers abound in research literature, policy discussions, and media outputs (Australian 
Government Treasury, 2015; Gallant & Riley, 2017; Weldon, 2018). Participants in this 
study echoed these claims with comments such as “We know there’s going to be an 
epidemic of not enough teachers” (KS.T2), “Most schools are struggling for staff” 
(KS.C1), and “We have an ageing workforce… quite a lot is over 50 [years old], and 
with 50% of our graduates leaving before five years, that concerns me enormously 
because where is education going to be left?” (GS.T4). The GS participants mentioned 
that “our Assistant Regional Director was here a little while ago” (GS.T4) discussing 
the demographics of the teaching workforce, which perhaps put these concerns front of 
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mind for them when discussing the GS-GU partnership. GS.E1 noted that if a 
significant portion of the teaching workforce was over 50 years old, “that has huge 
implications for the future. And we all know that new graduates are leaving the job in 
five years. We’ve got to prevent this huge exodus out of the teaching profession… or 
we’re going to have problems”. Their belief that the teaching workforce was in strife 
prompted the teachers and school leaders in this study to pursue school-university 
partnerships in an effort to prepare PSTs, retain ECTs and re-engage senior teachers 
with the teaching profession.  
Preparing PSTs 
The partnership activities revealed to PSTs the entirety of a teachers’ role, including 
behind-the-scenes administrative tasks which GS.T2 noted “a lot of pre-service teachers 
don’t get to see… [but] is part of our job now.” As in Koubek et al.’s (2020) study, 
partnership activities supported PSTs to “build professionalism that either confirmed or 
refuted their belief in becoming a teacher early on in their [ITE degree]” (p. 221). ES.T3 
valued the chances he had to help PSTs ask themselves “‘Do I want to do this?’” 
reasoning that “if they have enough knowledge of what they’re getting into early, 
[PSTs] may make the decision whether to even (a) start, but (b) know that yes, there 
will be some moments, but I can get through it.” Participants valued how those PSTs 
who decided they didn’t want to be a teacher after all were guided to make different 
plans before entering the teaching workforce. GS.T1 found the GS-GU partnership to be  
supportive in the sense that, for some [PSTs], they look at it and go ‘Oh actually… 
This is not for me. I don’t want to do this! I’ve done four years of this degree, I’m 
going to finish it, but this is not the job for me. I want to look at a different 
avenue.’ They’ve got that last year of their degree to actually go and pursue those 
avenues and have the university support them in pursuing those avenues. So it’s 
very supportive.” 
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In these ways, the partnership activities showed PSTs the full complexity of the 
teaching profession and prompted them to (dis)confirm their career choices (Koubek et 
al., 2020; Weldon, 2018).  
Retaining ECTs 
Looking ahead in career stage to early career teachers, the partnerships in this study 
provided valuable opportunities for employment and mentoring that could set ECTs up 
for success in their initial teaching appointments. This was particularly evident at 
Kangaroo Paw High School, where ECTs were intentionally recruited and supported. 
KS.T4 and KS.T5 reflected on their own experiences of starting at KS alongside “a 
really big influx of [ECTs]… Was there like, 30 of us at the exact same time?” (KS.T5) 
“Over that two years, yeah 30 or so” (KS.T4). The four KS ECTs in this study (KS.T2, 
KS.T4, KS.T5, and KS.T6) reported a wealth of support in their early careers through 
various school strategies, including involvement in the three-year ECT Mentoring 
Program and being offered permanent positions within their first year of teaching. These 
activities ensured that the ECTs at KS – who reportedly made up “about a third of the 
staff” (KS.C1) – had a successful transition into the teaching workforce and their 
careers (AITSL, 2016; Gundlach, 2018).  
A recruitment pathway – most obvious within the KS-KU partnership, but also 
present in the other three cases – was seen to be mutually beneficial for the schools and 
PSTs/ECTs involved. Through the various partnership activities, PSTs could become 
familiar with the school, and the school with them. As ES.E1 explained, 
We get to see some potentially new staff [through partnership activities]… It 
allows us to be a little more selective around recruitment too, because sometimes 
you get just a list of names and you really have no background at all… And then, 
those people that come in already know a little bit about us… It won’t be quite so 
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daunting, because they would have established relationships, they know the culture 
of the school. 
Similarly, GS.E1 revealed that two GU graduates who had been involved in partnership 
activities “are already on our… supply list [for] relief teaching… because we know 
them. And when you know them, you want them back because you know they’ve been 
taught good habits!” BS.E1 mentioned that “We have employed a lot of [BU graduates] 
as casual staff [and] permanent staff… quite a number actually. So that’s kind of like an 
unintended benefit, but it’s not to be sneezed at either.” Given the impact that job 
insecurity can have on attrition, especially for ECTs, these recruitment pathways can 
play a valuable role in ameliorating the effects of workforce changes for individual 
schools and the teaching profession (Gundlach, 2018; S. Mason & Poyatos Matas, 
2015). 
Reading against the grain revealed that the equity issues that these recruitment 
pathways can present were not acknowledged by the participants in this study. PSTs 
who chose not to participate (or indeed were prevented from participating) in 
partnership activities due to financial constraints, family commitments, or workload 
concerns may be unfairly disadvantaged when it comes to recruitment because they are 
not well-known by the school leaders (Grant-Smith et al., 2018; D. Jackson, 2017). For 
instance, ES.C1 mentioned that she was reluctant to accept PSTs studying certain ITE 
degrees (“We’ve had very few Master of Teaching [PSTs], because we’ve had a few of 
those and they’ve been quite disastrous”) or those without a solid track record (“I try not 
to [take the PST] if they haven’t already passed a [PEx placement]”). These restrictions 
would likely make it harder for those individuals to gain employment at ES after 
graduation and could precipitate their attrition from the profession (Weldon, 2018). The 
way that a recruitment pathway could push out of the profession quality PSTs and ECTs 
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who do not have the capacity to participate in partnership activities is an important area 
for future exploration (Grant-Smith et al., 2018; D. Jackson, 2017). 
Re-Engaging Senior Teachers 
The Australian Government Treasury (2015) made clear that an ageing workforce does 
not necessarily equate to immediate mass retirement: “As Australians live longer and do 
so in better health, more Australians will continue to lead an active lifestyle and 
participate in the workforce after they reach traditional retirement age” (p. ix). 
Similarly, Gahan et al. (2017) noted, 
In Australia, the assumption that people aged 65 and above have permanently left 
the workforce [and that] people aged 60-64 are beginning their transition to 
retirement is… increasingly at odds with reality. Whether because of changing 
preferences, circumstances or needs, older Australians are staying in the workforce 
today for longer than they did in the past. (p. 514) 
To that end, school-university partnerships can provide valuable professional 
development and career progression opportunities for experienced in-service teachers to 
re-engage them with the teaching profession. KS.T3 was quite excited about the 
potential: 
I think [school-university partnerships] should be really encouraged! I think it will 
keep experienced teachers in the classroom because it gives them another 
opportunity. And you've got good teachers that don't necessarily want to be Head 
of Department and don't want necessarily to be a Head of Year, or a Deputy [that 
is, managerial and executive leader positions]. They're fantastic teachers, but they 
just need something else. So I think that opportunity is really important. 
Indeed, this was the lived experience of several participants in this study. KS.T1 began 
facilitating the community of practice with KS colleagues and KU academics because it 
aligned with her career goals, which included seeking the accreditation status of Highly 
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Accomplished Teacher. She also stated, “I would love to do school-based research,” 
particularly if the micro-credentials that KS and KU had begun to consider came to 
fruition. BS.E1 considered an individual’s involvement in the BS-BU partnership as a 
valuable opportunity for them to develop as a leader: “I have this strong belief that it’s 
no coincidence that all of those [BS] staff who [engaged in partnership activities] have 
moved into leadership roles – not as a result of them working there, but it’s really 
helped them.” This was true for ES.T2, a senior teacher who took on a role of teacher 
leadership within the ES-EU partnership and thereby deepened her engagement in 
STEM (Science, Technology, Engineering, Mathematics) education. The school-
university partnerships enabled these teachers to “become more highly knowledgeable 
and skilled over the trajectory of their careers” (Nielsen et al., 2020, p. 12), and to do so 
“in a space where [you’re] not having to say, ‘I need to give up teaching for a year or 
two years to do this,’ [which] is quite exciting” (KS.T3). 
Chapter Summary 
This chapter has discussed the quintain (overall) findings of the multiple-case study 
with regards to the diverse contexts of the four cases and key themes that emerged from 
the quintain-level data analysis process. The differences and similarities between the 
cases and their respective school-university partnerships have been considered. In sum, 
the teachers and school leaders in this study were motivated to be involved in 
contextually relevant school-university partnerships because of their supportive school 
cultures and their commitment to the teaching profession. 
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This chapter summarises the key findings of this thesis regarding school-university 
partnerships and what motivates teachers and school leaders to be involved in them. It 
presents the implications of these findings as well as discussing the limitations and 
opportunities for further research. Portions of this chapter have been included in Green, 
Eady, and Tindall-Ford (2020). 
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11.1 Summary of Findings 
This thesis has focused on school-university partnerships that operate within the third 
space, considering how they are being implemented in Australia and what motivates 
teachers’ and school leaders’ involvement in them. This was achieved through a 
systematic literature review and a multiple-case study. 
The systematic literature review (Chapter 2) revealed collective evidence 
regarding how these partnerships have been implemented in Australia, the benefits and 
challenges that have been identified, and the gaps that remain in the current literature on 
this topic (Green, Tindall-Ford, & Eady, 2020a). The 59 sources in the review reported 
on 40 partnerships around Australia that primarily provided site-based experiences for 
pre-service teachers (PSTs) through mediated instruction or extended placements within 
partner schools. Each source discussed the benefits associated with school-university 
partnerships, such as the chance to develop and articulate shared goals, professional 
learning opportunities for in-service teachers, and PSTs making connections between 
theory and practice within initial teacher education (ITE). The challenges were also 
discussed, including difficulties adjusting to a new model, the logistics of implementing 
partnership activities, and the complex task of achieving intended goals. Elements of 
successful partnerships were identified: the need for common vision and clear 
communication between stakeholders; the importance of genuine relationships; and the 
impact of resource provision. Finally, this systematic literature review highlighted how 
the underlying factors responsible for successful and sustainable partnerships (including 
the motivations of key personnel) had not yet been explored in detail. 
In response to the findings of the systematic literature review, the key research 
question for the multiple-case study was thereby determined to be: 
 
Chapter 11: Conclusion  Page | 318 
Corinne A. Green  Partnering in the Third Space  
For teachers and school leaders who are involved in a school-university 
partnership connected to ITE, what motivates their involvement in the 
partnership? 
To address this research question, interviews were conducted with 23 teachers and 
school leaders from four distinct school-university partnerships. The data were initially 
analysed individually by case (Chapters 6-9). Figure 39 provides a summary of each 
case in accordance with the reasoned action approach (Fishbein & Ajzen, 2010). Once 
the case-level analysis had been completed, the researcher returned to the raw data and 
applied close reading techniques to analyse the interviews collectively as the quintain 
(Chapter 10) and thereby establish a fuller understanding of school-university 
partnerships (Stake, 2006). Through these processes it became clear that the teachers’ 
and school leaders’ motivations for involvement in their respective school-university 
partnerships were rooted in their commitment to the teaching profession and their 
supportive school cultures (see Figure 40). 
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Figure 39 
Summary of Each Case Aligned With the Reasoned Action Approach 
[informs] 
[motivates] [motivates] [motivates] [motivates] 
[informs] [informs] [informs] 
Behaviour  
KS staff have 
deliberately sought out 
partnerships with KU 
and other local 
universities to support 
their staffing 
requirements and to 
advance the teaching 
profession. 
Behaviour  
ES staff seek out and 
collaborate with various 
EU staff (both within 
and beyond ITE) to 
provide valuable 
learning experiences for 
ES and EU students. 
Behaviour  
BS staff provide quality 
learning opportunities 
for PSTs through 
classroom experiences 
and university subject 
tutorials. 
Behaviour  
GS staff act as school-
based teacher educators 
for the benefit of 
students now and into 
the future. 
Intention 
KS staff’s involvement 
is connected to their: 
• Strategy as a school  
• Desire to contribute to 
the ongoing 
improvement of the 
teaching profession 
• Capacity for activities 
across the career 
spectrum 
Intention 
GS staff’s involvement 
is grounded in their: 
• Commitment to the 
profession  
• Sense of moral 
responsibility 
• Strong school culture 
driven by the GS 
leadership 
Intention 
ES staff’s involvement 
is sustained by their: 
• Established school 
culture and supportive 
leadership 
• Desire for meaningful 
learning opportunities 
for ES and EU 
students  
Intention 
BS staff’s involvement 
is linked to the: 
• Benefits they have 
witnessed  
• Support of leadership 
• Respect shared 
between institutions  
Attitude 
• Extremely supportive 
• Clear benefits for KS 
and KU 





• Involvement at KS is 
common  
• Partnerships beyond 
KS are unusual  
Behavioural Control 
• Supported by: 
o School culture 
o Contribution to 
profession 
o Leadership support 
o Professional 
development  
• Hindered by: 
o Time and timing 
o Managing difficult 
PSTs 




• Nuanced but positive 
regard for partnership 
• Partnership activities 
are valuable for PSTs 
• Sense of responsibility 
• Clear benefits for ES 
and EU  
Social Norm 
• Strong school culture 
• Involvement is 
expected but voluntary 
• Partnerships beyond 
ES are unusual or 
unknown  
Behavioural Control 
• Supported by: 
o Leadership support 
o Relationships with 
EU staff 
o Opportunity to 
give feedback to 
EU 
• Hindered by: 
o Time required 
o Pressure placed on 
4th year PSTs  
Attitude 
• Extremely supportive 
• Clear benefits for BS 
and BU 




• Supportive school 
culture 
• Involvement at BS is 
normal and valued 
• Partnerships beyond 
BS are unusual  
Behavioural Control 
• Supported by: 
o Leadership support 
o Relationships with 
BU staff 
o Pay incentives 
o Valued by BU 
• Hindered by: 
o Time required 






• Extremely supportive 
• Sense of professional 
obligation  
• Partnership activities 
are valuable for PSTs 
• Positive experience 
for GS staff 
Social Norm 
• Strong school culture 
• Involvement at GS is 
expected but voluntary 
• Partnership is unusual 
and futuristic  
Behavioural Control 
• Supported by: 
o Communication 
o Prepared PSTs 
o Positive 
relationships 
o Belief in expertise 
• Hindered by: 
o Personal 
circumstances 
o Timing of 
activities 
o Resources (time 
and money)  
GS-GU Partnership 
(According to GS Staff) 
KS-KU Partnership 
(According to KS Staff) 
ES-EU Partnership 
(According to ES Staff) 
BS-BU Partnership 
(According to BS Staff) 
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Figure 40 
Visual Representation of Quintain Themes 
The participants in this study had a strong sense of their responsibility to the teaching 
profession as a whole to develop and maintain quality teachers. They saw their school-
university partnerships and associated activities as a means by which they could 
contribute to the profession. This primarily related to pre-service teachers, with 
participants seeking to give PSTs good insights into all that teaching involves as well as 
performing some quality assurance for the future teaching workforce. Participants were 
also spurred on by the multi-faceted benefits of school-university partnerships, where 
cross-institutional collaborations could enhance the quality of in-service teachers, 
expand the learning opportunities for school students, and connect educational 
researchers to end-users of their research. In a cyclical and ongoing fashion, they 
believed school-university partnerships could enhance the whole teaching profession. 
They noted how these partnerships drew together schools and universities, and theory 
and practice – not just within ITE, but across the full spectrum of teacher education – 
towards a common goal of developing and maintaining quality in the teaching 
profession. 
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At a more pragmatic level, the teachers and school leaders in this study were 
motivated by the cultures of their respective schools that supported them to contribute to 
the profession in this way. The schools’ leaders built expectations that staff would be 
involved in partnership activities while maintaining voluntary participation, allowing 
individuals to maintain agency and make their own choices. Each school’s executive 
gave explicit responsibility for the partnership to a middle leader, enabling them to 
champion the partnership and help their colleagues to be involved. Teachers and leaders 
valued engagement in and with research, which amplified their partnership work. 
Likewise, the underlying beliefs and philosophies of these schools had high degrees of 
alignment with their partner universities and individuals’ involvement in partnership 
activities. Kaplan and Owings (2013) asserted, “Just as water surrounds fish, shaping 
their world view and influencing where they swim, culture surrounds and envelopes 
principals, teachers, students, and parents, shaping their perspectives and influencing 
their beliefs, assumptions, decisions, and actions” (p. 1). In this study, participants made 
clear that their schools’ leadership, context, philosophy, interest in research and 
expectations of involvement – that is, aspects of their schools’ culture – enabled and 
motivated their decisions and actions regarding school-university partnerships. 
Although there were clear themes and similarities between the four cases in this 
study, the schools and respective school-university partnerships were by no means 
homogenous. The size and demographics of each school differed, with implications for 
their school-university partnerships. For instance, Eucalyptus Primary School was 
located in an inner regional area of Tasmania, with access to one local university (Emu-
bush University). In contrast, Bottlebrush Independent School was located in a major 
city in New South Wales with several universities nearby (including Banksia 
University) with whom they could pursue partnerships. Grevillea Primary School’s mid-
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sized student population prompted their deep singular partnership with Grey Gum 
University, while Kangaroo Paw High School’s large student population and staff size 
gave them capacity for multiple partnerships (with Koala Fern University and others in 
the area). 
 The needs of each school and desired function of each school-university 
partnership also differed: GS collaborated with GU to ready PSTs for all that the 
teaching profession entails (and therefore gave PSTs long term immersion in school), 
and BS worked with BU to build PSTs’ confidence in the classroom and connect theory 
with practice (through individualised volunteer opportunities for PSTs, and ITE subject 
tutorials taught by BS staff). Conversely, ES sought connections with their community 
(including EU), leading to reciprocal visits between ES students and EU students (PSTs 
and non-PSTs), while KS joined with KU to address their staffing needs (creating a 
pipeline for PSTs/ECTs and ongoing development for senior teachers). These 
differences demonstrate the way that school-university partnerships can (and ought to) 
be sensitive to context to ensure they are relevant for their stakeholders. The variations 
between cases also enhanced the reliability of findings and depth of insight from this 
study and was a strength of the case-quintain approach (C. A. Anderson et al., 2014; 
Stake, 2006; Vohra, 2014; Yin, 2016).  
11.2 Implications of These Findings 
A central understanding from this thesis is that teachers and school leaders are invested 
in the teaching profession and interested in partnering with universities. Furthermore, it 
has shown that the purpose of school-university partnerships need not be restricted to 
planning and implementing mandated Professional Experience (PEx) placements – as 
suggested by policy documents (Australian Institute for Teaching and School 
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Leadership [AITSL], 2019; Teacher Education Ministerial Advisory Group [TEMAG], 
2014) – or even focused solely on PSTs and ITE (Gutierrez et al., 2019; Rust, 2019). 
Indeed, school-university partnerships can promote initial and ongoing teacher 
education, with far reaching opportunities for the teaching profession as a whole (B. 
Davis & Sumara, 2012; Nielsen et al., 2020). This is pertinent given the continuing 
focus on quality teaching and quality teachers in research and policy – including the 
recently announced Quality Initial Teacher Education Review (Australian Government 
Department of Education, Skills and Employment, 2021) – with closer relationships 
between schools and universities often advocated as a means of achieving these goals 
(Lemon et al., 2018; Nielsen et al., 2020; Thomson et al., 2017). 
Teaching is a complex undertaking with many competing demands (Downes & 
Roberts, 2018; Koubek et al., 2020). Involvement in a school-university partnership can 
add to, compound, and expand a teacher’s workload beyond its already stretched limits 
(Andreasen et al., 2019; Dresden et al., 2016). Even so, the teachers and school leaders 
in this study were willingly involved in their respective school-university partnerships – 
not because they were naïve about the demands, or forced into participation, but 
because they believed it was important. Furthermore, the infrastructure of their schools 
(such as the assistance of middle leaders, collegiality among staff, and support with 
logistics) and nature of the partnerships (including collaboration with academics, 
respectful relationships, and sensitivity to context) mitigated the burdens associated 
with involvement. This suggests that any initial friction or reluctance to be working 
together in partnership can be mediated by demonstrating the possible benefits, building 
genuine relationships, and proactively addressing issues (Gutierrez et al., 2019; 
Sheridan & Tindall-Ford, 2018; Willis et al., 2018). 
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School-university partnerships can be used to resist managerial professionalism, 
with its excessive focus on regulation and compliance, through restoration of trust in 
teachers’ professional judgement and agency regarding their own profession (Buchanan 
et al., 2020; Janzen & Phelan, 2015). More than just a way to enhance classroom 
experiences for PSTs, these partnerships can promote meaningful and relevant 
professional learning throughout a teacher’s career, deeply engage teachers in research, 
and encourage collaborative practices within and between institutions (Nielsen et al., 
2020; White et al., 2020). These are opportunities to enact democratic professionalism 
and represent an expansion of the way that school-university partnerships are often 
framed in policy documents (Bourke, 2019). Democratic professionalism through 
collaborative partnership is an attractive alternative to the “politically driven activity of 
regulation in initial teacher education [which] highlights the ongoing and intensifying 
busy work of regulatory compliance that plagues teacher educators across the country” 
(Alexander et al., 2019, p. 2). Indeed, the findings of this thesis suggest that school-
university partnerships can productively address several of the enduring issues within 
the teaching profession – not as a panacea or simple solution, but as a robust and 
contextually relevant collaboration between key players in the profession (M. E. Jordan 
et al., 2014; Phelps, 2019).  
Importantly, school-university partnerships can (and should) be a shared 
endeavour with mutual benefit and a common vision (Green, Tindall-Ford, & Eady, 
2020a). Staff from schools and universities can meet in the third space to listen to one 
another on equal footing, identify their needs, recognise their context, and determine a 
common goal that is appropriate for them at that point in time (Hobbs et al., 2015; 
Sewell et al., 2018). As trust and relationships develop, these discussions can continue 
with stakeholders considering what else they could accomplish together (Herrenkohl et 
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al., 2010; McLean Davies et al., 2017). Champions from each institution can promote 
the partnership with their colleagues, expanding its influence and scope (Jones et al., 
2016; Louws et al., 2020). The partnership and its activities can follow a life cycle, 
ebbing and flowing based on the capacity of those involved (Dresden et al., 2016; 
Gutierrez et al., 2019). 
11.3 Limitations and Opportunities for Future Research 
While every effort has been taken to ensure a rigorous study with reliable findings, there 
are by necessity some limitations to this study which in turn give insight into future 
directions for research in this area. The validity and reliability of this study (Section 
11.3.1), along with its sampling techniques (Section 11.3.2) and data collection strategy 
(Section 11.3.3), are discussed in detail below. 
11.3.1 Validity and Reliability 
A limitation often claimed of qualitative studies, and case studies in particular, is that 
their findings cannot be formally generalised to other contexts. This assertion is 
described by Flyvbjerg (2006) as one of five key misunderstandings regarding the use 
of case study as a legitimate means of scientific research. Harland (2014) and Stake 
(2006) also advocate for case study as a valid methodology within social science 
research. By examining each case embedded in its context, then scrutinising them anew 
as the quintain, this research study has added to the depth (if not breadth) of 
understanding (Flyvbjerg, 2006; Leech & Onwuegbuzie, 2007, 2011). 
Careful consideration has been given throughout this study to Yardley’s (2000) 
four criteria for quality qualitative research:  
• sensitivity to context;  
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• commitment and rigour; 
• transparency and coherence; and  
• impact and importance.  
The context of each case, and of school-university partnerships in general, has been 
clearly articulated to enable readers to transfer and apply the findings to other contexts 
(Stake, 2006; Yin, 2016). Data have been triangulated and examined from multiple 
perspectives with alternative interpretations considered (particularly through the use of 
close reading techniques) (Creswell, 2014; Manarin, 2018; Mudrak & Zabrodska, 
2015). The research questions have been aligned with the theoretical frameworks 
employed, and justifiable decisions have been made at each stage of the study to 
promote transparency and coherence (Robinson, 2014; Yin, 2014). The impact and 
importance of this study – in terms of theory, practice and policy, for the participants 
specifically and the field in general – has been a constant point of discussion between 
the researcher and her supervisors (Bryman, 2016; Robinson, 2014). 
11.3.2 Sampling Techniques 
This study has focused on ‘typical cases’ of school-university partnerships from the 
perspective of one stakeholder group (school-based staff). Doing so ensured the 
feasibility of the study and gave due prominence to the voices of teachers and school 
leaders who are frequently sidelined in discussions of teacher education research and 
policy (Radford et al., 2018). Now that this study has been completed, there are 
opportunities for future research that expands upon its findings and explores avenues 
that were not possible in this study. 
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Biased Sample 
As seen by the overwhelmingly positive responses to Written Task #2 (21 participants 
rated themselves “extremely supportive” of the school-university partnership, and the 
remaining two participants rated themselves “very supportive”), it is reasonable to 
suggest that this study’s participants were positively disposed towards school-university 
partnerships. In fact, this was explicitly recognised by a few of the participants. KS.T1 
noted that, "realistically, you've got three people here [in the KS.Gr1 group interview] 
who are invested in [the KS-KU partnership] and motivated," while in the GS group 
interview GS.T2 similarly recognised "we're all very passionate people within the room, 
all of us, so we want to [be involved in the partnership activities]." While participants 
indicated that their views were shared by other colleagues, such as GS.T5's comment 
that "I think every year level almost has a pre-service teacher, if not two... So that's a 
pretty good indication that people are willing across the school... to be part of the [GS-
GU partnership]," future research should seek out dissenting voices to ensure a balanced 
understanding of teachers' attitudes and motivations regarding involvement in a school-
university partnership. Other selection approaches (such as diverse, extreme, or deviant 
case selection) could offer further insights into stakeholders' motivations for (not) being 
involved in a school-university partnership (Herron & Quinn, 2016). 
Single Stakeholder Group 
It was important for this study that the perspectives of teachers be foregrounded, given 
that their perspective and professional judgement is frequently dismissed in discussions 
regarding the teaching profession (Alexander et al., 2019; Bourke, 2019). Employing a 
stratified sample of participants generated findings that were representative of the larger 
staff population of GS, KS, ES and BS, and transferable to other schools in similar 
 
Chapter 11: Conclusion  Page | 328 
Corinne A. Green  Partnering in the Third Space  
contexts (Herron & Quinn, 2016; Stake, 2006). Some of the participants in this study 
ventured educated guesses as to the perspectives of other stakeholders (including PSTs 
and university academics), although what motivates these other stakeholders to 
participate in school-university partnerships is an area for further exploration (Thomson 
et al., 2017). 
With regard to PSTs’ involvement in school-university partnership activities, 
some of the participants in this study hypothesised that PSTs may be hindered by the 
limited time available to them (given competing demands of study, work, and family 
life). As ES.T2 wondered, PSTs' "life is possibly like ours! How do you fit everything 
in, how do you manage the time... So I know, I understand it's difficult for them too." 
The teachers and school leaders speculated whether PSTs’ participation would be 
incentivised by credit or assessment tasks linked to their involvement. Hearing from 
PSTs themselves regarding their motivations would be a valuable piece of future 
research in this area (Forgasz, 2016; Thomson et al., 2017; Watters et al., 2018). 
The roles and responsibilities of university-based teacher educators have 
undergone major changes over the past decade (Vanassche et al., 2019). Indeed, 
McNamara et al. (2017) argue that “teacher educators and their work have become 
changed and increasingly under-valued across the teacher education system” (p. 25). 
Even so, a number of university academics (including those connected to the school-
university partnerships in this study) have made significant commitments of time and 
resources to establish and maintain school-university partnerships (Green, Tindall-Ford, 
& Eady, 2020a). Understanding what motivates university academics to partner with 
schools and teachers, despite the challenging circumstances they work under, will 
deepen our understanding of what works in different contexts (Darling-Hammond, 
2017). 
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While the insights of teachers and school leaders in this study have been 
valuable, future research should seek out additional stakeholder groups (such as PSTs 
who are voluntarily or required to be involved in partnership activities, and university 
academics) so as to hear their perspectives first-hand. 
11.3.3 Data Collection Strategy 
The data collection strategy used in this study – single interviews (conducted 
individually and in groups) with a stratified sample – was appropriate for this multiple-
case study (Guest et al., 2017; Robinson, 2014). It allowed the researcher to gain a deep 
understanding of the context of the school and partnership while minimising the burden 
on participants (Guest et al., 2017; Millis, 2004). However, there were some limitations 
caused by the short period of contact for each case, and the group interview format. 
Capturing a Moment in Time 
Each interview in this study represents a specific moment in time and following up on 
the four cases after data collection was beyond the scope of this study. Therefore, it was 
unclear whether the BS-BU partnership weathered the transition from BU.A1 to BU.A2 
which at the time was "a wait and see" (BS.E1) with the "direction [of the BS-BU 
partnership] shifting... looking through a different lens" (BS.C1). Similarly, GS.C1 
mentioned a new research project that GU.A1 "is about to start... and wants us to head it 
with her, with some other schools," while KS.C1 was in "very early talks" with KU 
academics about the potential of micro-credentials for KS senior teachers. These 
activities may or may not have eventuated after the interviews were conducted. In 
contrast, the timing of the ES interviews (March 2020) gave insight into the possible 
impact of the COVID-19 pandemic on school-university partnerships, with ES.T1 
noting the pandemic "stopped us this year" from hosting the ES-EU Harmony Week 
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event. Research into how these cases have developed since this study’s data collection, 
and how school-university partnerships have ceased, been maintained, or thrived in the 
long term would generate quite valuable insights for the ongoing implementation of 
these and other school-university partnerships (Gutierrez et al., 2019; Manton et al., 
2020).  
Group Interviews 
Employing the close reading technique of reading against the grain – "a type of 
resistance reading, considering the unexamined assumptions, contradictions, or silences 
of an artifact" (Manarin, 2018, p. 103) – revealed interesting features of the group 
interview strategy used in this study. While efforts were made to ensure a safe space 
where participants were free to speak their mind, there was some evidence of 'group 
think' in the group interviews. For instance, both GS.T2 and KS.T1 changed their 
response to Written Task #2 ("How supportive are you of the school-university 
partnership?") from ‘very supportive’ to ‘extremely supportive’ without a clear verbal 
explanation. It is possible that GS.T2 and KS.T1 made these changes after hearing their 
colleagues declare that they were ‘extremely supportive’, in an effort to conform to the 
group's collective attitude (Randle et al., 2014). In a similar vein, KS.T2 – an early 
career teacher (ECT) in a group interview (KS.Gr1) with more senior colleagues (KS.T1 
and KS.T3) – stated early in the interview that in contrast to KS.T1 and KS.T3, "I 
haven't been in teaching for a long time, so I can't speak from, looking at the other 
perspective of wanting to do research things. Because... I just want to survive!" 
However, later in the interview she had drifted further towards alignment with KS.T1 
and KS.T3's interest in research, saying, "All of us [in the KS.Gr1 interview] are like, 
'Yeah, I want to do research.'" (KS.T2). These dovetailing responses have been a 
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limitation of the data collection strategies that were chosen for this study, with the 
impact mitigated through the analysis strategies (close reading with and against the 
grain) that have been employed.  
It is also important to recognise the value that was added by the group 
interviews (rather than insisting upon individual interviews for all participants). In 
addition to reducing the time required for data collection and the burden placed on the 
school, the group interview structure enabled participants to build upon one another’s 
ideas to generate insights that may not have been possible through individual interviews 
alone (Guest et al., 2017; Randle et al., 2014). For instance, GS.T5 expanded on a point 
raised by GS.T1 regarding teachers choosing not to be involved for specific reasons, 
saying "And I guess on that note... I probably won't take [a PST] at the beginning of the 
year, because I need the time to look at that class," (GS.T5) to which GS.T2 and GS.T4 
overlapped, "To settle the kids" and GS.T4 continued, "And on that, timing is 
important..." The KS.Gr2 interview gave professional learning opportunities for the 
participants, such as when KS.T5 turned to his colleagues and asked, "Have either of 
you... had to have an awkward conversation with [a PST] yet?" Within the ensuing 
conversation, KS.T5 described his own experience, saying "That was a difficult 
conversation for me to have [with a PST], and I was just curious to see what you guys 
have had." In these instances, the role of the interviewer was much less about 
moderating the conversation and instead allowing it to develop (Randle et al., 2014). 
The group interview format gave a unique insight into the way that the GS 
philosophy (based in the Art and Science of Teaching) was enacted in all interactions, 
with collegiality and a coaching mentality at the core of the school culture. After GS.T5 
noted that the GS leaders instil confidence, GS.T4 led a minor tangent with her 
comment, "I've heard wonderful things about you, [GS.T3], by the way!" GS.T2 added, 
 
Chapter 11: Conclusion  Page | 332 
Corinne A. Green  Partnering in the Third Space  
"See, we've filled your bucket." Later in the interview, when GS.T1, GS.T2, and GS.T3 
were brainstorming and ranking factors that support their involvement in the GS-GU 
partnership, GS.T3 suggested that "I've got... much less experience than you guys," to 
which GS.T1 quickly admonished, "You always hide your light under a bushel. Stop it! 
Fly your flag!" In these ways, conducting group interviews enabled deeper insights for 
the researcher and learning opportunities for participants that might not have been 
possible through individual interviews with the same participants (Randle et al., 2014; 
S. J. Taylor et al., 2015). 
Chapter Summary 
This chapter has explored the meaning and implications of the findings presented in this 
thesis. It has shown that the teachers and school leaders were motivated to be involved 
in school-university partnerships because of their commitment to the teaching 
profession, and the supportive culture of their schools. It has further demonstrated that 
teachers and school leaders are interested in partnering with university academics not 
only for the benefit of PSTs and ITE, but also to raise the quality of the teaching 
profession as a whole. The systematic literature review and multiple-case study 
presented in this thesis make evident that third space school-university partnerships 
have the power to disrupt the binary attitudes that have historically been held within 
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Appendix D: Description of School-University 
Partnerships in the Dataset 
The sources in the final dataset of the systematic literature review (n=59) are listed 
below, grouped by partnership and ordered by host university and state. Note that some 
sources, such as Jones et al. (2016), Kenny et al. (2014) and Watters et al. (2013), 
appear more than once as they each described more than one school-university 
partnership. 
This table has been included in Green, Tindall-Ford and Eady (2020a). 
University 








PSTs planned a Science unit that they co-taught 
with peers in primary classrooms over a five 
week period. Part of the Science Teacher 
Education Partnerships with Schools (STEPS) 
project. 
Jones (2017) 
Jones et al. (2016) 
Kenny et al. (2014) 
PSTs visit three different schools for 3 hours 
each, participating in 'School Innovation Rounds' 
where they observe and discuss an innovation 
that the school has implemented. 
Moran (2014) 
As a joint venture between the university, 
Catholic school principal, and local schools, 
selected PSTs are immersed in Catholic schools 
throughout their degree. Certain aspects of the 
degree are situated within the school site. 
Ryan et al. (2016) 
Deakin 
University 
PSTs spend 3 hours/week participating in school-
based workshops incorporating a tutorial, 
teaching time, and reflective discussion. In pairs, 
PSTs developed units of work that they taught to 
small groups of students over 6-8 lessons. Part of 
the Science Teacher Education Partnerships with 
Schools (STEPS) project. 
Jones et al. (2016) 
Kenny et al. (2014) 
Federation 
University 
A hybrid teacher educator created third space for 
mentoring and supporting PSTs, connecting 
theory and practice. PSTs and ISTs collaborate 
on a curriculum design project, and participate in 
weekly group mentoring sessions. 
McDonough (2014) 
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University 






University subjects are conducted within 
knowledge communities, and based in local 
schools. PSTs engage with teachers and school 
leaders in classroom intensives, and study in 




Teaching School Model: PSTs are placed in pairs 
in one of three schools in regional and 
metropolitan areas. PSTs spend 2 days/week in 
the school for a period of one semester to one 
year. An interview process is followed to select 
PSTs for the program. 
Lang et al. (2015) 
Monash 
University 
A community/cohort approach to mentoring was 
implemented by university and school staff, with 
a group of mentors responsible for PSTs 
completing a structure Professional Experience 
placement. ISTs held whole-group information 
sessions based on their expertise. 
Forgasz (2016) 
PSTs taught PDHPE lessons in swimming and 
water safety to students from selected local 
schools in low socio-economic areas. Time 
within a university subject was devoted to 
planning lessons, and reflecting on experiences. 
T. Lynch (2013a,
2013b, 2016)
PSTs taught PDHPE lessons in sports skills to 
students from selected local schools in low socio-
economic areas. The lesson units were developed 
within a university subject. 
T. Lynch (2013a,
2016)
The university's Early Years Literacy curriculum 
was matched to the daily literacy routines of a 
local school so that PSTs could learn by working 
alongside teachers and students. PSTs also 
participated in research-based workshops held on 
the school site, taught by a university academic. 






Hybrid teacher educators deliver university 
subjects to PSTs within several school sites, 
within a Distributed Open Collaborative Course 
approach. Course content was developed by ISTs 
and teacher educators, and uploaded to a Google 
Site. Hybrid teacher educators participated in 





A first year subject is delivered in a blended 
approach, with content taught at university, 
online, and in schools. PSTs participate in a 2 
week block in partner schools, and during this 
time, hybrid teacher educators facilitate 5 
tutorials. 
Elsden-Clifton, 
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University 








Groups of PSTs design a science unit based on 
the content needs of a partner school. At the end 
of the semester, PSTs teach their lessons to a 
primary class. Part of the Science Teacher 
Education Partnerships with Schools (STEPS) 
project. 
Jones et al. (2016) 




PSTs spend 3 days/week at university and 2 
days/week in partner schools. While in schools, 
they are supported by their peers, a teaching 
fellow (hybrid teacher educator) and clinical 
specialist (university academic). Fortnightly 
seminars are held at the schools for PSTs and 
ISTs. PSTs complete the Clinical Praxis Exam as 
a holistic assessment of their developing teacher 
practice. 




McLean Davies et 
al. (2013) 
McLean Davies et 
al. (2017) 
McLean Davies et 
al. (2015)  
Redman (2014) 
Learning Partnerships program: School students 
visit the university to participate in reciprocal 
learning workshops with PSTs about student 
wellbeing and communication. The intention is 
to learn with and from, rather than just about, 
young people. 
Cahill (2012, 2017) 
Cahill and Coffey 
(2013) 
Cahill et al. (2016) 
PSTs work with ISTs to develop and implement 
a science unit, spending 2 hours/week in schools 
and 4 hours/week in university-based lectures 
and tutorials. PSTs were supported by hybrid 
teacher educators in schools. Part of the Science 
Teacher Education Partnerships with Schools 
(STEPS) project. 
Jones et al. (2016) 
Kenny et al. (2014) 
Victoria 
University 
Praxis Inquiry Protocol: PSTs spend 2 days/week 
in schools teaching, implementing Applied 
Curriculum Projects, and participating in tutorials 
held on-site and led by teacher educators. 
Arnold et al. (2012, 
2013)  
Burridge et al. 
(2016)  
Neal and Eckersley 
(2014) 




The Special Education Immersion Project: Final 
year PSTs are paid to support classroom teachers 
during the literacy and numeracy session (2 
hours/day, 4 days/week) over a full school year 







Talking to learn project: PSTs are placed in pairs 
in classrooms for 2 hours/week to focus on the 
role of talk in the classroom. ISTs were provided 
with professional learning by the university prior 
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Study of Teaching program: PSTs and ISTs 
participate in a weekly 2 hour workshop focused 
on teaching practices, with opportunities for skill 
development and the application of theory 
learned in other subjects. 
Reid (2014) 
PSTs developed and facilitated sports-based 
PDHPE programs in partner schools. 





A small group of PSTs visited a local school 
fortnightly for a year, observing and co-teaching 
problem solving lessons to a Year 8 class. The 
program was a collaboration between school and 
university staff, with a learning community was 






Partner schools and the university pool their 
resources and undertake joint program 
development, operational management and 
program review with equal voice. PSTs are 
hosted by the schools on a long term basis, with 
assessment tasks connected to classroom 
experiences. 
D. Lynch and Smith 
(2012) 
The school and university share a site and facility 
as a Centre for Excellence in Teaching. ISTs 
lecture within the ITE program, and PSTs can 
shadow and be mentored by ISTs within the 
classroom setting. 





ISTs and teacher educators collaboratively 
designed a PDHPE program that provided 
remediation for identified students. PSTs worked 
in pairs to implement the program and progress 
the movement skills of a student over a period of 
6 weeks. 




PSTs work with one school overs the four years 
of their degree, with assessment tasks connected 
to the school experiences. Social justice is a 
focus both at the university and within the 
partner schools. 






PSTs developed Science lesson content through 
university-based workshops. Lessons were 
delivered at a whole-school Design and Make 
Day, conceived of by ISTs and teacher educators 
but led and facilitated by PSTs. 
Pressick-Kilborn and 
Prescott (2017) 
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Refugee Action Support Program: PSTs spend 3 
hours/week in schools for 12 weeks providing 
tutoring in literacy and numeracy to students 
from refugee backgrounds. Professional learning 
is provided for PSTs prior to program 
commencement. 
Naidoo (2012) 




Teaching School Model: Based on the concept of 
a 'teaching hospital', staff from the school and 
university jointly developed the ITE program. 
PSTs spend 1 day/week in school, completing 
'portal tasks' that connect theory with practice. 
Allen, Ambrosetti, 
and Turner (2013) 
Allen and Turner 
(2012) 
Knight et al. (2013) 
Griffith 
University 
The Griffith Education Internship: A capstone 
experience for PSTs co-designed by school and 
university staff. PSTs work with a teacher in a 
local school to develop an Internship Action Plan 








School-Community Integrated Learning 
Pathway: PSTs placed in local schools in low 
socio-economic areas for 1-3 days/week for a full 
school year. 
Hudson and Hudson 
(2013) 
Hudson et al. (2015) 
As part of an elective subject, PSTs study gifted 
education in university-based workshops, and 
then visit a local school in mid-semester to 
participate in a workshop, examine student work, 
interview students, and converse with parents. 
The program content was collaboratively 
developed by a teacher and teacher educator. 
Watters et al. (2013) 
PSTs participate in a series of university-based 
workshops and lectures, and then spend 1 
hour/week for 6 weeks teaching a gifted student 
in a local school within a cluster network. School 
staff gave direction for the program focus. At the 
conclusion of the program, PST and student work 
is showcased to parents and teachers. 
Watters et al. (2013) 




Partnership in Teaching Excellence (PiTE): 
Selected PSTs are placed in partner schools from 
low socio-economic areas for 1-2 days/week over 
a school year. The PSTs become involved in 
teaching, professional development, and other 
school activities. Funding from the Federal 
government provides for professional learning 
for ISTs and scholarships for PSTs. 
Allen, Howells, and 
Radford (2013) 
Oerlemans (2017) 
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PSTs collaborate with ISTs to develop and 
implement a 6 week Science unit within a 
classroom. Part of the Science Teacher Education 
Partnerships with Schools (STEPS) project. 
Jones et al. (2016) 
Kenny (2012) 
Kenny et al. (2014) 
PSTs within the Bachelor of Education (Applied 
Learning) degree are typically TAFE or VET 
teachers seeking further qualifications. For their 
Professional Experience, partner school needs are 
matched with PST experience. Negotiated 
attendance within the Professional Experience 
placement provides flexibility for PSTs and ISTs. 
Kertesz and 
Downing (2016) 




Indigenous PSTs remain in their rural 
communities, working 3 days/week in school as 
'Assistant Teachers'. A teacher at the school is 
given 2 days/week release time to support the 
PSTs in their studies, and lecturers travel to the 
community to deliver content fortnightly. 
van Gelderen (2017) 




Metropolitan PSTs work with partner schools in 
one of three regional areas to complete their first 
Professional Experience. PSTs are immersed 
within the broader community in a 'community 
of practice' model. 
Carter (2012) 








Western Australia Combined University Training 
School (WACUTS): Three universities combined 
resources to provide quality PST placements in 
local schools. Selected PSTs spent 1-2 days/week 
from the beginning of the school year with highly 
effective teachers. Professional development was 
provided with and for ISTs, and an online 
platform connected all involved.  
Broadley et al. 
(2013) 
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Appendix E: Interview questions 
In each interview, the following questions were posed to guide the conversation. 
Context of the participants 
Questions for all participants: 
• How long have you been here at [school name]?
• What is your role in the school?
Context of the partnership 
Questions for the executive (E1) and in-school co-ordinator (C1) participants: 
• Tell me about the school-university partnership that you have with [university
name].
• What activities are associated with this partnership?
• How long ago was this partnership established? How did this partnership begin?
• What is your role in the partnership?
Questions for the teacher (T1-T6) participants: 
• As I understand it, the partnership between [school name] and [university name]
includes… [drawing on details from E1 and C1]. Do you have anything to add?
• What is your role in the partnership?
Motivations for involvement in the partnership 
Questions for all participants, informed by the reasoned action approach (Fishbein & 
Ajzen, 2010): 
• Thinking about the partnership between [school name] and [university name],
write down a word or short phrase that comes to mind. (Written Task #1)
o Tell me about what you have written,
• How supportive are you of the partnership? (Written Task #2)
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o Options: extremely supportive, very supportive, moderately supportive,
slightly supportive, not supportive
o Tell me about your response.
• What do you think about your involvement in the partnership?
• What do you think has led to your involvement in the partnership?
• What do you see as some of the main benefits of the partnership?
• Do you think it is normal, or unusual, to be involved in the partnership – either
here at this school, or beyond it?
• What is the expectation of staff at [school name] that they will be involved in the
partnership with [university name]?
• Do you feel that you have been given a choice to participate in the partnership?
• Brainstorm all the things that help/support your participation in the school-
university partnership. (Written Task #3)
o Tell me about what you have written.
o Now, pick the top three items (in terms of what impacts your
involvement the most) and rank them 1, 2, and 3. Tell me about that
order.
• Brainstorm all the things that hinder/prevent your participation in the school-
university partnership. (Written Task #4)
o Tell me about what you have written.
o Now, pick the top three items (in terms of what impacts your
involvement the most) and rank them 1, 2, and 3. Tell me about that
order.
• Is there anything else you would like to share or talk about in terms of this
school-university partnership?
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Appendix F: Recruitment information 
This flyer was provided to each school via the school contact to advertise the research 
project and invite participants. 
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Appendix G: Table of themes and chapters 
This table demonstrates how the broad themes that emerged through data analysis are 
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